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Abstract
The purpose of this project was to develop a thematic
unit of children's literature that combines skills-based
and meaning-based reading instruction.

The curriculum

guide was designed for use with third and fourth graders.
Lessons concentrated on relating each story to previously
read stories through guided questioning.

Emphasis was

placed on critical reading and thinking skills, as well as
the integrating of reading, writing, listening, and
speaking.

The curriculum was reviewed by seven third and

fourth grade inservice teachers from two schools.

Both

quantitative and qualitative data were collected using a
researcher-designed questionnaire.

Results indicated that

the teachers surveyed found the curriculum guide to be
successful in combining children's literature into a
thematic unit and that such a unit is an effective means
of teaching reading.

Also, the researcher concluded that

the curriculum would be useful for teachers desiring to
move toward a more holistic instructional approach.

In

addition, it was found that the curriculum effectively
encouraged learner involvement and fostered higher-level
thinking skills.

Furthermore, the researcher concluded

that the curriculum effectively integrated the four
language art components in meaning-centered reading
experiences which, in turn, enabled children to read,
write, listen, and speak more often and at a higher level.
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Chapter I
Introduction

Much controversy exists regarding the teaching of
reading in the elementary curriculum.

Some advocate a

back-to-basics approach, with emphasis on skills.
However, studies in the areas of learning, language
development, and reading acquisition have led many
researchers and practitioners to reject skills-based
approaches in favor of more holistic instructional
methods.
At the heart of skills-based instruction is the basal
reader.

Basal readers dominate the reading curriculum of

many elementary schools.

In 1986, an estimated 98% of

teachers in the United States used a basal series (Flood &
Lapp, 1986).

Basal readers emphasize phonics and contain

stories with controlled vocabulary.
organized around specific skills.

Sequenced lessons are
The mastery of these

skills is viewed as a prerequisite to the act of reading.
Within this conceptual framework, learning to read is seen
as a process wherein subskills are mastered in isolation.
In contrast, whole-language approaches view reading
as a holistic process, with meaning rather than skills
acquisition, as the central focus.

Kenneth Goodman (1986)
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asserts that skills-based approaches, which define reading
as mastery of subskills, misrepresent actual reading
development.

Psycholinguistic research indicates that

meaning is not simply transmitted, but is constructed by
the reader when he or she interacts with the text.
Therefore, a reader's background, past experience, and
purpose, as well as the provision of real, meaningful
texts are important in constructing meaning.
The use of children's literature, a key component in
whole-language instruction, provides real texts that can
be used to teach reading.

Children'S literature builds on

background, past experience, and interests of the learner.
The literature suggests that the use of children's books
in the reading and language art curricula has many
benefits.

First, the use of children's literature has

been shown to facilitate language development.

It also

has positive effects on reading achievement, as well as on
the acquisition of reading skills and strategies.
Further, writing skills are improved and writing styles
broadened through the use of children's literature.
Children's literature encourages both high-level thinking
and learner involvement, important in motivating students
to read (Heald-Taylor, 1989).
An additional benefit of using children'S literature
is that the connections between reading, writing,
2
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listening, and speaking can be enhanced.

Pearson

(1989) asserts that if activities are used that stress
these components in meaningful, purposeful ways, the
curriculum is rendered more authentic as a result.

And

Hiebert (1991) cautions, «Unless they have many occasions
to participate in authentic literacy in school, many
students will not develop patterns of lifelong literacy«
( p.

234).

Although there is an apparent need for integrating
the language art components, many contemporary reading
programs stress reading and writing, but neglect listening
and speaking.

Even when all four components are included

in the curriculum, they often are taught separately, with
emphasis on the subskills of each.

The literature review

indicates that the four components are interrelated and
that each evokes similar cognitive and linguistic
processes.

Therefore, growth in one component supports

and reinforces growth in the other three.

By integrating

reading, writing, listening, and speaking through the
vehicle of children's literature, the teacher can
establish meaningful relationships between concepts and
thus, enhance the construction of meaning.
The literature indicates that thematic units are an
effective means of organizing the curriculum because they
unite concepts into networks of ideas.
3
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meaning construction are facilitated when pieces of
knowledge are connected in meaningful ways.

Huck, Hepler,

and Hickman (1987) assert that a book should always be
considered as part of a larger body of literature, related
to other books of the same theme.

Comparing two or more

texts requires analytical skills, which in turn involves
the reader in higher-level thinking and critical reading.
In addition, the use of thematic units enhances the
integrating of the four language art components.

Heald-

Taylor (1989) states, "Natural integration of listening,
speaking, reading, and writing occurs through thematic
units where the literature selections, shared reading
activities, and interpretive activities all relate to a
common theme" (p. 22).

It is assumed, therefore, that

combining children's literature into thematic units will
help to further strengthen the connections between the
language art components.
Despite the advantages of using children's
literature, many teachers continue to rely upon the basal
reader as their primary resource for teaching reading.
Often, teachers are required by the state, district, or
county to utilize a particular basal reader series, with
standardized tests assessing the skills incorporated
therein.

In addition, teachers may feel that skills

instruction is too important to be left to chance.
4
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Furthermore, teachers may have neither the time nor the
expertise to develop a curriculum of lessons and
activities for use with trade books.
Each of the above issues reinforces the need for
guidelines and resources for using children's literature
to combine skills-based and meaning-based instruction, and
to move from a traditional approach towards a more
holistic instructional method.

Therefore, the purpose of

this project is to provide teachers with a transitional
approach to teaching reading through the use of children's
literature.

Joy Moss's (1984) focus unit, a unit that

focuses on one theme, served as a guide for designing a
literature-based curriculum.

The researcher developed the

curriculum for use with third and fourth graders.
A theme was selected, around which a concept web was

developed.

A variety of sources, including journal

articles, instructional and curriculum guides, and local
libraries, as well as teachers and children, were
consulted in search of quality children's literature
related to the selected theme.
the thematic unit.

Lessons were developed for

The focus of the lessons emphasized

the unit theme as well as the integrating of the four
language art components -- reading, writing, listening,
and speaking.

The lesson format included story sessions

and language activities, as well as independent reading
5
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and ideas for integrating other subject areas.

The

materials developed were evaluated by selected in-service
teachers.

The teachers reviewed and responded to the

curriculum via a researcher-designed questionnaire.

Data

gathered was used to refine the curriculum.
It was found that combining children's literature
into a thematic unit provided children with more meaningcentered reading experiences which, in turn, enabled them
to read, write, listen, and speak more often and at a
higher level.

It also was found that the curriculum

encouraged learner involvement and fostered critical
reading and thinking skills.

In addition, it was

concJuded that teachers found this curriculum to be

usef~l

in moving toward a more holistic instructional approach to
teaching reading.

6

An Approach

Chapter II
Review of the Literature

Instructional approach has long been debated by both
reading researchers and practitioners.

Many feel that the

traditional, skills-based approach is superior (Aaron, P.
G., 1991; Chall, 1987) while others advocate the
grassroots movement of whole language (Goodman, K. 5.,
1989; Goodman, Y.

M., 1989; Pearson, 1989).

The opposing

views stem from the differences in educational philosophy
between the two approaches.

The whole language movement

has its foundation in constructivism while the skillsbased approach has its roots in behaviorism (McCarty,
1991; Pearson, 1989).

Opposing Philosophies: Skills-Based Versus Whole Language
Major differences regarding the relationship among
knowledge, learning, and motivation exist between the two
theoretical philosophies of whole language and skillsbased approaches (Heald-Taylor, 1989; McCarty, 1991).
Constructivists believe that knowledge develops when a
learner attempts to construct meaning from experience.
is structured by each individual, depending on not only
7
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their past experiences but their interpretations and
purposes, as well (Hiebert, 1991; McCarty, 1991; Pearson,
1989).

Therefore, skills and isolated facts become

knowledge only when they acquire personal meaning.
Behaviorists, on the other hand, view knowledge as
discrete units that exist outside of the learner.

These

facts and skills must be transmitted to the individual.
Learning and motivation are viewed differently by the
constructivist and the behaviorist.

To a constructivist,

learning is an ongoing process that emerges from
experience.

Children assume power over their own learning

and they learn from each other.

The roles of the students

and the teacher are interrelated.

Motivation comes from

the task itself, so the curriculum takes shape as a
consequence of intrinsic rewards.

In contrast,

behaviorists view learning as occurring only within the
context of appropriately reinforced responses.

What is

learned and how it is learned must be controlled.
Therefore, the roles of both teacher and learner are welldefined within the social context of the classroom.
Motivation occurs when the perceived value of an external
reward is equated with the value of a task.
Differences exist between the two theoretical
viewpoints as to how language is acquired, and as to how
reading is defined and taught.
8
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belief that knowledge exists as discrete units, proponents
of the skills-based approach view language acquisition as
a process wherein skills are added hierarchically.
Further, reading is viewed as an act requiring the
accumulation of separate skills, beginning with word
recognition (Giddings, 1991).
before reading can occur.

The skills must be learned

The emphasis is on how the

parts relate to the whole (Walmsley & Walp, 1990).
Instructional practice in skills-based approaches to
reading reflects this part-to-whole view.

McCarty (1991)

describes the materials, methodology, and assessment
procedures in skills-based instruction.

Basal readers,

language textbooks, worksheets and teachers' manuals
comprise the curriculum.

Lessons are sequenced.

lesson is planned around a specific skill.

Each

Information is

transmitted by the teacher, with children assuming a
passive role in their learning.
used.

Homogeneous groups are

Reading and the language arts are taught separately

from other content areas.

Children are assessed via

objective measurements, such as standardized and teachermade tests.
In contrast to seeing language acquisition as a
hierarchy of skills, whole language proponents view the
phenomenon as a natural process that occurs through use
rather than through instruction.
9
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supporters view reading as holistic, with the whole being
greater than the sum of the parts.

Reading is not a

series of skills, but rather an interaction between the
reader, the text, and the language (Goodman, Y. M., 1989).
Whereas proponents of skills-based instruction view
comprehension as passive-receptive, whole language
supporters view it as the product of a reader's active
constructive role (Pearson, 1985).

Meaning is constructed

when the reader relates past experiences and prior
knowledge to the text.

Therefore, interpretation varies

from reader to reader (Giddings, 1991; Goodman, Y. M.•
1989; Pearson, 1989).
Instructional practice in whole language approaches
reflects a holistic view of reading and language
acquisition.

McCarty (1991) describes the materials,

methodology. and assessment procedures for whole-language
approaches.

Children's literature, writing, speech and

drama are used.

Language experiences are stressed.

Through these experiences children learn about language.
The focus is on meaning as well as the reading of real,
functional, purposeful texts.
and mediators.
learning.

Teachers are facilitators

Children take an active role in their

They work in cooperative, heterogeneous groups,

as well as individually.

The language arts and reading

are integrated with each other and with other subject
10
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areas.

Assessment concentrates on the development of the

individual.

Portfolios, anecdotal records, and

observations are common forms of assessment used in whole
language classrooms.
There are several reasons for the widespread use of
skills-based approaches to reading.

Many teachers

continue to believe that reading is decoding and that
skills must precede the act of reading.

Also, there is

growing concern in the United States over the lack of
students' minimum skills and competencies (Pearson, 1985).
As a result, there has been a cry for a back-to-the-basics
approach.

Furthermore, the poor test scores have

emphasized a need for accountability.

The increasing

pressures for accountability have forced a resurgence of
support for the skills-based approach.
Despite widespread use of skills-based approaches,
whole language approaches are increasing in popularity and
acceptance, mainly due to research and theory development
in the areas of learning, language acquisition, and
reading.

Theorists with a holistic perspective base their

beliefs in cognitive psychology.

As described in

Gidding's (1991) article, cognitive theorists generally
believe that cognition is a necessary driving force in
language development.

Children develop knowledge

structures which, in turn, are converted to language
11
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systems.

Thinking must come before and during reading at

any level and for any purpose.

Thus, language development

is related to experiences accumulated.

As Purcell-Gates

and Dahl (1991) state, "literacy learning begins through
many experiences with written language in the context of
meaningful, functional literacy events" (P. 30).

Influences on Whole Language PhilosophY and Practice
Several major learning theorists have influenced
instructional practices in whole language (Bergeron, 1990;
Goodman, Y.

M., 1989).

The theorists include Dewey,

Vygotsky, Halliday, and Piaget.

Dewey emphasizes the

powe, of reflective teaching and the learner at the cente,
of the process of curriculum development.

He further

stresses the importance of integrating language with other
subjects.

Vygotsky explores how social context influences

individual learning.

His zone of proximal development

stresses that although students are ultimately responsible
for their own learning, the teacher plays an important
role in guiding that learning.

Halliday's systemic

linguistic research looks at context of situation on
learning and language use.

His model stresses the

importance of functional and natural use of language.
The work of Piaget further emphasizes the
constructivist's view that meaning is constructed.
12
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Piagetian theory posits that intellect develops gradually
and in stages.

Experience, knowledge, procedures, and

relationships are stored in coherent, patterned structures
called schemas.

New information often causes a state of

disequilibrium or disorganization.

The learner must

either modify the experience to fit his existing schema or
change his existing schema to incorporate the new
knowledge.

Thus, knowledge is acquired when new

information is incorporated with prior knowledge and
understanding.
Several beliefs of these influential learning
theorists overlap.

Piaget, Vygotsky, and Dewey each

stress the importance of learning by doing (Bergeron,
1990; Giddings, 1991; Goodman, Y. M., 1989).

Manipulation

of objects and ideas is vital in the development of
cognitive structures.

Also, Piaget and Dewey emphasize

that children do not wait for knowledge.

They are

naturally curious and thus, active participants in their
own learning (Bergeron; Goodman, Y. M.). Piaget and
Vygotsky stress that knowledge is not simply transmitted;
it occurs in a social context (Giddings, 1991; Goodman, Y.
M. ).

Like cognitive psychology, psycholinguistics has
influenced the practices within whole language approaches.
Researchers have shown that oral language is learned
13
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developmentally.

It is acquired through use, rather than

the practicing of separate parts or through formal
instruction (Altwerger, Edelsky, & Flores, 1987;
Heald-Taylor, 1989).

Heald-Taylor states that children

learn the complexities of language before the age of five
without ever having received formal instruction.
Psycholinguists view reading and writing as natural
components in the process of language development
(Giddings, 1991; Heald-Taylor, 1989).

Subsequently,

meaning, rather than mastery of skills, is the focus.
Transactional theory has influenced holistic
practices in reading.
tra~saction

Transactional theory states that

occurs between the reader and the text.

Therefore, the role of the reader is emphasized (Probst,
1988).

Prioi experience, including background, feelings,

memories, and associations are used as the foundation on
which the meaning of the text is built.

In accordance

with Piaget's schema theory, these facets are used to
confirm, refute or modify existing schema.

This emphasis

on the active reader supports Dewey's idea of a childcentered curriculum.

Transactional theory also posits

that meaning is shaped not only by background and
experience, it is shared by others (Probst, 1986).

This

assumption agrees with Piaget and Vygotsky's belief that
meaning is not simply transmitted.

14
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context.

Problems and Concerns When Using a Skills-Based Approach
Although the skills-based approach is widely used,
proponents of whole language identify several problems
with that approach.

Heymsfeld (1989) states that because

of the irregularity of English, it is difficult to teach a
system of predictable correspondence between symbols and
sounds.

In addition, focusing on skills interferes with

meaning.

Fisher and Hiebert (1990) and Walmsley and Walp

(1990) concur that skills-based instruction gives students
many opportunities to practice but not to apply the
skills.

And as Heymsfeld (1989) asserts, isolated

practice of skills is unnatural.

Readers do not stop

after each paragraph to determine its main idea, for
example.

Another problem, Fisher and Hiebert (1990)

contend, is that students are placed in a passive role due
to hierarchically ordered skills.

Because tasks are

simple, the students are not challenged.

Teachers also

are placed in passive roles with little decision-making.
Due to the increase in accountability pressures, teachers
are having to teach the tests.

An additional area of

concern is that the materials often are not motivating and
depict reading as a subject instead of a means of
enjoyment.

Also, studies have shown homogeneous grouping
15
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practices, generally adopted within a skills-based
approach, to be detrimental to self-esteem, as well as to
achievement (Grant & Rothenberg, 1986).

Problems and Concerns When Using a Whole Language Approach
The whole language approach, like the skills-based
approach, is not without its problems and areas of
concern.

The changing roles of the teacher may cause

uneasiness.

Although decision-making can be empowering

for teachers (Goodman, K. S., 1989), others see it as a
snurce of added stress and tension (Duffy, Roehler, &
Putnam, 1987; McCallum, 1988; Roser, Hoffman, & Farest,
1990).

Teachers may have neither the expertise nor the

time to develop materials, activities, and lessons
(McCallum; Roser et al.).
Another area of concern is the question of when and
ho~

skills are taught in whole language classrooms (Cloud-

Silva & Sadoski, 1987; Hiebert, 1991; Slaughter, 1988).
Most school districts have a mandated curriculum where
skills are still assessed.
means of accountability.

Th~se

measures are used as a

As Cloud-Silva and Sadoski's

survey indicates, although teachers want more freedom in
decision-making and more stimulating literature for
instruction, they are concerned about complying with
state-mandated curriculum.
16
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Another problem is that teachers often have
difficulty implementing the new while maintaining the old
(Duffy et al., 1987; Pace, 1992; Scharer & Detwiler,
1992).

Extrinsic pressures exist between resolving the

demands by the district for basic skills, course of study,
and assessment procedures, and the instructional decisions
necessary for whole language strategies.

Pace states that

it may be difficult for teachers to balance a combination
skil:s/whole language program because of the philosophical
differences in the two approaches.
t~at

Duffy et al. report

although students perform significantly better in

achievement and awareness of strategies when languageexperience techniques are used, the teachers report less
positive results from their own points of view.

They

struggle with maintaining decision-making while conforming
to prescribed procedures within specified time
constraints.
Evaluation methodology is another area of concern for
many teachers in whole language classrooms.

Parents often

expect their children to be taught and assessed as they
were.

Scharer and Detwiler's (1992) case study indicates

that teachers may be concerned with how to show parents
the grades.

17
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A Combined Approach
A review of the literature indicates that the debate
continues as to which approach, whole language or skillsbased, is more effective.
and disadvantages.

Both approaches have advantages

While some advocate one approach over

the other, many support a combined approach.

Some

advocate integrating whole language components and
strategies into phonics or skills-based instruction
(Amspaugh, 1991; Delpit, 1986; Stahl & Miller, 1989).
Through this integration of approaches, teachers can
increase their decision-making while still meeting
district and state expectations.

Others advocate the

integration of phonics and skills, as needed, into whole
language instruction (Freppon & Dahl, 1991; Gunderson &
Shapiro, 1988).

Freppon & Dahl assert that learning

phonics is not the "key" to reading.
many

c~ing

systems.

It is only one of

Purpose, function, and meaning are

more important than pronouncing the words correctly.

Some

researchers and practitioners support a combined approach
of skills and whole language, using the basal reader as
the primary resource for teaching skills (Buckley, 1986;
Duffy et al., 1987; Flickinger & Long, 1990).

They

propose that the basal reader be used as a starting point
for developing activities and incorporating literature.
Others support an integrating of skills instruction and
18
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the use of children's literature (Goldenberg, 1991;
Heymsfeld, 1989; Mosenthal, 1989; Slaughter, 1988;
Walmsley & Walp, 1990).

Their focus is on skills-through-

application instruction because skills and meaning are
viewed as interrelated.

In this approach, direct

instruction of skills or strategies supplements, rather
than precedes, the acquisition of reading or writing
skills within the context of children's literature
(Walmsley & Walp, 1990).

Use of Children's Literature in Teaching Reading
The use of children's literature in the teaching of
read:ng is one technique for combining skills-based and
whole language instruction.

It is an ideal way for

teachers who are making the transition from skills-based
approaches to more holistic instructional methods.
Although literature-based instruction has proven to be an
effective approach advocated by many (Bader, Veatch, &
Eldredge, 1987; Chomsky, 1972; Cohen, 1968; Cullinan,
Jaggar, & Strickland, 1974; Eldredge & Butterfield, 1986;
Huck et al., 1987; Larrick, 1987), literature is often on
the periphery of the curriculum (Somers & Worthington,
1979).
Somers and Worthington (1979) identify several
reasons that children's books are often neglected in the
19
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classroom.

First. teachers feel there is not enough time

to cover the basic subject areas, much less to add
literature to the curriculum.

Also, some view literature

in the same light as music and art, in that they are nice
additions but not necessities.

Furthermore, many teachers

do not have the time or the experience to develop
activities and lessons for use with children's literature.
Another reason that children's literature is on the
periphery of the curriculum is that "the basal reader is
viewed as the predominant influence on reading instruction
and constitutes the entire reading curriculum of many
elementary school classrooms" (Cloud-Silva & Sadoski,
:987, p. 5).

The widespread use of basal readers can be

attributed to several factors.

Many teachers and

administrators believe in the basal reader as a
scientifically valid method of teaching reading (Cloudsilva & Sadoski).

Teachers also believe that achievement

increases because of its use (Duffy et al., 1987).

Also,

basal readers provide a complete, organized, structured,
and sequenced guide for teachers, as well as texts and
workbooks for students (Duffy et al.).

Perhaps the main

reason for basal readers' widespread use is that most
teachers are expected to use them.

Due to concerns over

low reading achievement scores, policy makers responded by
i~sisting

that curriculum consist of uniform experiences
20
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(Cloud-Silva & Sadoski; Duffy et al.).

Even if teachers

are not forced to use basal readers, many do so because
mandated standardized tests assess the skills covered in
the basal readers (Reutzel & Cooter, 1991).
Even though children's literature has not been the
focus of the reading curriculum, its use is increasing.
One reason for the increasing use of children's literature
is the need for real texts during the act of reading.

The

major goal of reading instruction is to produce children
who can read and who do read.

Reading is an interactive

process, with meaning being the primary purpose.
Therefore, literature is essential (Aaron, I. E., 1987)
because it provides meaningful reading within real texts.
Another explanation for the increasing popularity of
using children's literature for reading instruction is the
gap between reading and language research theory and
practice and the content of basal readers (Goodman, K. 5.,
1986; Pace, 1992).

Kenneth Goodman (1986) states that

basa;. readers stress skills instead of focusing on meaning
or process.

Duffy et al. (1987) report that rationales

seldom are provided as to why skills are taught.

Further,

the sequence of the teaching of skills seems to be
arbitrary.

Rosaen and Cantlon (1991) cite, in their

review of a basal reader, that lessons often are
disconnected and do not lend themselves to being compared
21
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or contrasted in terms of a theme.

Furthermore, the basal

readers focus mainly on the cognitive domain, with little
regard for the affective domain.
Basal readers do not allow for teacher decisionmaking.

Veatch and Cooter (1986) report that in schools

where teachers feel ownership of reading instruction,
studer.t achievement increases.

In those schools where

teachers do not have ownership, achievement decreases.
Shar.~on's

(1983) study on commercial reading materials

indicates that the basal reader's organization of
c~'iiculum

into objectives separates teachers from control

of their instruction.
rat~e;

The materials become the goals,

than the means.

Duffy et al. (1987) concur with

this finding.

Benefits of Children's Literature in Teaching Reading
~s~ng

children'S literature for teaching reading is

becoming more prevalent, due to research findings
confirming its benefits.

The literature review indicates

the following advantages to using children's literature:
(1) facilitating the development of language (Chomsky,

1972;

Culli~an,

1987; Cullinan et a1., 1974; Fuh1er, 1990;

Funk & Funk, 1992; Giddings, 1990; Huck et al., 1987;
Kolczynski, 1989); (2) increasing reading achievement and
enhancing reading skills and strategies (Bader et al.,
22
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1987; Cohen, 1968; Cullinan et al., 1974; D'Alessandro,
1990; Eldredge & Butterfield, 1986; Feitelson, Kita, &
Goldstein, 1986; Freppon, 1991; Fuhler, 1990; Funk & Funk,
1992; Goodman, K. S., 1989; Huck et al., 1987; Larrick,
MacGlashan, 1989; Rosaen & Cantlon, 1991; Roser et

~987;

al., 1990; Stewig & Sebesta, 1989; Tunnell & Jacobs,
1989); (3) enhancing writing skills and styles (DeFord,
1981; Eckhoff, 1983; Funk & Funk, 1992; Kolczynski, 1989;
~ills,

1974; Tierny & Pearson, 1983; Woodfir., 1968); (4)

encouraging higher-level thinking (Cullinan, 1987;
Felsenthal, 1989; Fisher & Hiebert, 1990; Hansen &
Pea,sor., 1983; Pearson, 1985); (5) enhancing the
integration of the four language components (Coody &
,

Nelson, 1982; Goodman, K.

S., 1989; Moss, 1975; Pearson,

1989; Some,s & Worthington, 1979; Walmsley & Walp, 1990);
(6) motivating children to read (Funk & Funk, 1992;
Giddings,

1990;

Larrick, 1987; Somers & Worthington,

1979); and (7) encouraging learner involvement (Fisher &
Hiebert, 1990; Johnson & Winograd, 1985).
Because psycholinguistic research has shown that
language is acquired rather than learned through formal
instruction, language models are important.
lea,n from the language they hear.

Children

Literature exposes

children to language, both oral and written (Kolczynski,
1989) and provides strong language models (Cullinan, 1987;
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Fuh1er, 1990; Funk & Funk, 1992; Huck et a1., 1987).
Chomsky's (1972) work with children ages five to ten cites
a high correlation between their stages in linguistic
development and their previous exposure to literature.
Literature not only provides language models, but
expands and enhances language skills and understanding.
Cul~inan

et al. (1974) report that literature-based oral

instruction expands language skills in Afro-American
c~ildre~,

without reducing their level of proficiency in

their native dialect.

Giddings (1990) and Kolczynski

(1989) assert that the natural language used in children's

books has richness of vocabulary, sentence structure, and
literary form, far superior to the stilted, controlled
vocabulary and syntax found in basal readers.

Also, both

reading comprehension and vocabulary may be taught in
context via the use of children's books (Funk &

F~nk,

1992; Kolczynski).

Children's literature is effective for expanding and
e~hancir.g

reading skills and strategies (Fuhler, 1990;

Funk & Funk, 1992; Goodman, K. S., 1986; Huck et al.,
1987; MacGlashan, 1989; Rosaen & Cantlon, 1991).

Freppon

(1991) reports that although students who are taught with

a skills-based as compared to a literature-based approach
have similar knowledge of phonics, the two groups differ
i~

their process and concept of reading.
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with literature use varied, more balanced reading
strategies.

Those taught with a skills-based approach use

sounding-out as a primary cuing technique.

In addition,

the literature-based group associate reading with meaningmaking and language, while the skills-based group

vie~

reading as pronouncing the words correctly.
The use of children's literature has shown to
significantly increase reading achievement.

In studies

comparing literature-based and traditional, basal-based
instruction, Bader et al. (1987) and Eldredge and
B~tterfield

(1986) report that the use of children's

:itereture has significantly positive effects on read:ng
achieveme~t.

In addition, Bader et al. conclude that

success in reading and the development of reading habits
depends largely on literary exposure during preschool
years at home and during the first few years of school.
Tunnel: and Jacobs (1989) report significant increases in
overall reading achievement, as well as in reading
comprehension, for reading disabled fifth-grade students,
when literature-based instruction is used.
Some researchers question whether the use of
children's literature is as effective for disadvantaged,
at-risk students.

Stahl and Miller (1989) conclude from

their metaanalysis that "Children who have not had as much
exposure and the same types of interactions need direct
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instruction to catch up" (P. 108).

Delpit (1986) feels

that Afro-American children cannot succeed in a purely
holistic teaching environment and that programs for
developing fluency are not as necessary as those that
develop skills for Afro-American children.

In contrast to

these views, others see children's literature as the ideal
instructional tool for teaching reading to disadvantaged
cr.ildren because it can be used to build on the language
ability and experience the child brings to the classroom
(Ste~ig

& Sebesta, 1989).

(:992) posit that

Furthermore, Funk and Funk

if a child has not been exposed to

literature before coming to school, all the more reason to
use children's books in instruction.
Research confirms that the use of children's
literature is effective for disadvantaged children from
either low socioeconomic or limited English backgrounds.
In a landmark study, Cohen (1968) read aloud children's
literature and used meaningful follow-up activities with
low socioeconomic second graders who had not previously
been exposed to literature.

Those to whom were read

showed an increase in their quality of vocabulary over the
group that used only the basal reader.

In addition, they

displayed an increase in word knowledge and reading
comprehension at significant levels.

When she further

compared the six lowest classes, the significant increase
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over the control groups was even greater.

Cohen's study

verifies the importance of reading to children, especially
to the socially disadvantaged.

She concludes that

disadvantaged children have difficulty dealing with words
in isolation and that vocabulary is learned best in
context.

Other research supports her conclusions (Bader

et a1., 1987; Cullinan et al., 1974; D'Alessandro, 1990;
Feitelson et al., 1986).
li~ited

Larrick's study (1987) of

English speakers from poor backgrounds documents

significant progress in reading when kindergartners are
immersed in literature and language experiences, and
ski:ls are taught in meaningful context.

Of the children

in the study, 80% spoke no English and 96% were from
~amilies

below the poverty level.

By the end of the year,

a:1 225 children were able to read their dictated stories,
with some reading on a second grade level.
su~ports

Other research

the use of children's literature to improve

reading SKills in disadvantaged children (Roser et al.,
1990).
An additional benefit of children's literature is
that it enhances writing skills and styles.

Both reading

and writing are complimentary, interrelated processes
which are used to construct meaning (Funk & Funk, 1992;
Tierny & Pearson, 1983).

In a study examining

relationships between gender, intelligence, reading level,
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language, socioeconomic status, and free writing, Woodfin
(1968) reports that the best predictors of writing ability

are language ability and reading level.

If language is

enhanced by reading and by listening to children's
literature, this language growth will be reflected in
students' writing as well (Funk & Funk; Kolczynski, 1989).
~ills

(1974) finds, in a four-year longitudinal study of

fourth graders, that when children read, listen to, and
discuss literature as a springboard for writing, they
score significantly higher in free writing compared to
those who do not use literature as a springboard.
F0,thermore, children lea,n structure from reading.
use these structures in their writing.

They

DeFord (1981) and

Eckhoff (1983) report that a child's writing and
linguistic structure matches the structure of the text he
or she uses.
comp:ex

Children exposed to literature use more

se~tences

and

e~aborate

structures, while those

exposed to basal readers use simple sentences.

Children's

literature exposes students to good models of writing that
provide a variety of literary forms and structures, as
weI: as a wide range of literary elements.
Another benefit of children's literature is that it
ca~

facilitate in the teaching of higher-level thinking

skills (Cullinan, 1987; Felsenthal, 1989; Pearson, 1985).
Pe8rson (1985) asserts that the questions asked in basal
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readers often are low-level, literally-based questions.
Focus should be on higher-level thinking and critical
reading skills.

Hansen and Pearson (1983) report that

good readers' inferential comprehension does not improve
significantly when given instruction from a basal reader.
They conclude that the basal reader instruction limits the
s~udents'

thinking skills because it is not challenging.

Fisher and Hiebert (1990) find that students taught with
literature-based, as opposed to skills-based instruction
spend more time in tasks with higher cognitive complexity.
By using children's books, teachers can guide questioning
anc

disc~ssion

into a higher level of taxonomy, calling

for children to compare and contrast, synthesize, and
evalua~e

within and among pieces of literature.

Use of children's literature is an effective way to
in~egrate

the language arts.

One or more related books

can provide unlimited opportunities for integrating
reading, writing, listening, and speaking, thereby
preserving intact the literary event (Pearson, 1989).
Further, each component supports the same underlying
cognitive and linguistic processes.

Growth in anyone

component supports and reinforces growth in the others
(Coody & Nelson, 1982; Moss, 1975; Pearson, 1989).
Besides linking the four language art components,
children's books may also be used to integrate reading and
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the language arts with other subject areas (Goodman, K.
S., 1989; Pearson, 1989).

Walmsley & Walp (1990) note

that the use of children's literature allows for
integrating through content instead of through skills,
making learning more meaningful.

Besides being an

effective learning strategy, integrating

readi~g

and the

language arts with other subjects provides an efficient,
time-saving means of presenting and teaching the
c~rricu~u~

(Somers & Worthington, 1979).

Another benefit to using children's literature is
~ha~

it motivates students to read.

As Larrick (1987)

states, "With our children we seem to stick to mechanistic
sk~ll-anc-dr~~~,

~or

which appeals neither to the intellect

to the emotions" (p. 187).

motiva~io~a:

enjoyable.
mea~ing

Children's literature is

because it makes reading both meaningful and
It has the power to evoke emotions.

Further,

is enhanced when the literature relates to

relevant issues in the children's lives (Giddings, 1990).
Also, literature provides a means of exploring values,
attit~des,

morals, and ethical considerations, more so

than does any other area of the curriculum (Somers &
Worthi ngton, 1979).
Learner involvement increases when interesting
children'S books are used.

Yetta Goodman (1989) notes

that content is understood only when learners are actively
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involved in their own learning.

Many problems experienced

by poor readers are a result of their passive
participation in what should be an interactive process
(Johnson & Winograd, 1985).
meaningf~l.

Reading, for them, is not

Purcell-Gates and Dahl (1991) studied low

socioeconomic, urban children in a first grade, skillsbased classroom.

They found that active learners search

out their own functional literary material.

They

interpret and attempt to make sense out of instruction.
Their transactional stance influences what they learn.
~isher

and Hiebert (1990) conclude from their study that

literature-based classes allow students to become more
ac ;-._,!,: ve ~1 y involved in shaping their learning tasKs,
co~pared

to skills-based classrooms.

When reading is meaningful, it becomes enjoyable
(Fun~

&

:989).

F~nk,

:992; Huck et a1., 1987; Tunne:: & Jacobs,

Scharer and Detwiler (1992) report that as the

transition is made from basal readers to children's
literature, the students become more excited about
reading.

Similar results were found by Eldredge and

Butterfield (1986) and Tunnell and Jacobs (1989).

Both

studies cite a significant increase in positive attitudes
towards reading when children's literature is used,
contrasted to more negative attitudes when basal readers
are utilized.

Basal readers, with their skill emphasis
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and limited vocabulary, often turn children away from
reading (Fuhler, 1990; Funk & Funk, 1992).

Thematic Units of Children's Literature
There are many ways to use children's books in the
classroom.

Zarrillo (1989) identifies the literature unit

as one approach.

The use of thematic units in the

elementary curriculum is a popular trend (Henney, 1990).
He~ney

(1990) states that thematic units "are a natural

way to bring children and literature together -- a basic
goa:

o~

whole language" (p. 12).

Such a unit unifies and

organizes all activities within a network of interrelated
concepts (Rosaen & Cantlon, 1991).

Presenting information

in a related way helps students think and construct
meaning (Leigh, 1990), allowing them to perceive
relationships and

ma~e

meaningful connections between

:2:ger bocies of knowledge.
three types of knowledge.
a~fective

Probst (1987) identifies
Personal knowledge includes

responses, such as that reflected in the child's

own feelings, values, and ideas.

Social knowledge

inc:udes the understanding of others and their actions.
By identifying with others, the child has better selfunderstanding.

Academic knowledge includes the subject

matter or content.
o~

Thematic units link these three kinds

knowledge in meaningful ways (Leigh, 1990; Walmsley &
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Wa 1 p, 1990).
Using thematic units with children's books
facilitates the integration of the four language art
components.

Thematic units are grounded in a strong oral

tradition, one which provides multiple opportunities to
practice and strengthen communication skills (Chao, 1990)
through meaningful application.
•
e;of:.f'
, lClency.

This makes for

Further advantages of this model result from

the fact that any strengthening in the connections between
the four language art components enhances connections
between personal, social, and academic knowledge (Rosaen &
Ca::t~on,

:991).

While researchers have not reached consensus
regcrci::g the best way to teach reading, the literature
does suggest some benefits of a whole language,
literature-based program in effecting reading achievement
sai::s for primary age students.

It further suggests that

thematic organization of material enhances the effects of
such a program.

The materials which follow reflect this

researcher's efforts to articulate such a program.
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Chapter III
Description of Development Design

There are many different teaching strategies for
using children's literature (Hiebert & Colt, 1989;
Zarrillo, 1989).

Selecting a strategy that is meaning-

centered supports a holistic approach to teaching reading.
Giddings (1990) and Zarrillo (1989) identify the
literature unit as one such approach.
The focus unit, a literature unit developed by Joy
Moss (1984), uses theme to support knowledge construction
and connections, as well as to create learning experiences
that integrate the four language art components (Rosaen &
Cantlon, 1991).

Moss (1984) describes her focus unit as a

vehicle for bringing literature into the classroom so that
children have an opportunity to learn about books and to
obtain enjoyment and meaning from reading experiences.
She views literature as a natural resource for developing
language and thinking skills and for expanding reading
interests.
This project consisted of three phases.

Phase 1 was

the research and development of a literature-based
curriculum comprised of a thematic unit of children's
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literature.

Phase 2 was the review of and response to the

curriculum by a pre-selected group of teachers.

Phase 3

was the review of teacher responses and any modifications
to the curriculum based on these responses.
The researcher used Moss's focus unit (1984) as a
guideline in developing a thematic unit of children's
literature.

The cumulative nature of the focus unit

allows for forming concepts, discovering relationships,
making inferences, and developing principles (Moss, 1984).
The following procedures were followed in developing a
literature-based curriculum: (1) a theme was selected and
a rationale was stated for developing a unit around this
theme (Burns, Johnson, & Wiggins, 1991; Walmsley & Walp,
1990); (2) a thematic web was developed for the theme
(Henney, 1990; Norton, 1982; Walmsley & Walp, 1990); (3) a
bibliography was developed and books for group story
sessions were selected (Burns et al., 1991; Moss, 1978;
Walmsley & Walp, 1990); and (4) lesson plans for the unit
were written (Moss, 1978; Walmsley & Walp, 1990).
The first step in designing a thematic unit of
children's literature was to select a theme.

Several

authors cite characteristics of a good theme (Burns et
al., 1991; Chao, 1990; Henney, 1990; Huck et al., 1987;
Moss, 1975; Walmsley & Walp, 1990).

A good theme is of

interest to children and is appropriate for their grade
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level.

A theme also should be general enough so that it

is relevant to the experiences of most students.

Further,

a theme should be broad enough to divide into subtopics,
yet not so broad that the relationship between subtopic
and theme becomes blurred.

There are many sources for

identifying relevant themes (Huck et al., 1987~ Moss,
1984; Somers & Worthington, 1979).

The researcher

selected a theme appropriate for and of interest to third
and fourth grade students.
The second step in developing a thematic unit was to
form a concept web within the theme.

Webbing is an

effective means for developing children's literature units
(Norton, 1982).

Once the theme was selected, the

researcher brainstormed for subjects related to the
central theme by developing a thematic web.

The webbing

process facilitates forming concepts that unify separate
stories into cohesive structures (Moss, 1984).

Webbing

also encourages the integrating of the language art
components (Norton, 1982).
The third step in designing a literature-based
thematic unit was to develop a bibliography of children's
literature related to the central theme.

Many factors are

important in developing a bibliography and in the
subsequent selection of books.

First, the trade books

should reflect a variety of readability levels (Burns et
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al., 1991; Henney, 1990; Huck et al., 1987; Somers &
Worthington, 1979) and a variety of genres (Burns et al.,
1991; Moss, 1975), such as fiction and nonfiction books,
poems, and articles from newspapers and magazines.
Second, the books should emphasize other cultures (Jipson

& Paley, 1991).

Lastly, and most importantly, the trade

books should represent quality literature (Burns et al.,
1991; Somers & Worthington, 1979).

There are many sources

available for developing lists of quality trade books
addressing various themes (Huck et al., 1987; Moss, 1984;
Somers & Worthington, 1979).

The researcher used a

variety of sources, including curriculum guides,
educational journals, and other published materials, as
well as input from teachers, librarians, and children
themselves.
The final step in designing a thematic unit of
children's literature was to develop lesson plans.
Zarrillo (1989) identifies basic elements of literaturebased programs as reading aloud, independent reading,
self-selection of books, teacher directed lessons, and
response to the literature.

Tunnell and Jacobs (1989) and

Walmsley and Walp (1990) include language related
activities in the preceding list.

The focus unit (Moss,

1984) incorporates each of these elements.
There are three dimensions to the focus unit format.
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The dimensions are story sessions, language experiences,
and independent reading.

During story sessions the

teacher reads aloud one book related to the theme.
Teacher directed lessons are given through guided
questioning.

Each story is discussed in terms of

previously read stories within the same theme.

Emphasis

is directed toward comprehension of story elements,
personal responses, and understanding of character
feelings, viewpoints, and actions.

Stories are read aloud

and discussed daily so as to provide structure and build
literary and linguistic background necessary for critical
and creative reading (Moss, 1984).
Developing significant questions to guide story
discussions is important (Moss, 1984) because that process
models for students the importance of the questioning
process during reading.

Moss (1984) states, "Reading

comprehension results from an active search for meaning
guided by implicit questions which the reader brings to a
particular passage, book, or poem" (p. 15).

The

questioning process is successful only if students
eventually internalize the process and begin to generate
their own questions as they read and discuss the stories.
The researcher followed Moss's (1978) suggestions for
developing questions.

These suggestions included

highlighting concepts and ideas, focusing on story
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elements, stimulating creative thinking, emphasizing
vocabulary and word meaning, relating to the children's
lives, and relating to previously read texts.
Language experiences, another dimension of the focus
unit, were developed by the researcher.

The language

activities extend literary experiences.

These activities

are meaning-centered, with emphasis on the integrating
of listening, speaking, reading, and writing in purposeful
contexts.
Independent reading, the remaining dimension of the
focus unit, was incorporated into daily lesson plans.
Moss (1984) cites the importance of daily silent reading.
She asserts that independent reading, when structured into
daily lesson plans, emphasizes the value of reading as a
personal experience.

The curriculum includes a list of

books available for independent reading.
In Phase 2, pre-selected third and fourth grade
teachers from two schools reviewed and responded to the
researcher-developed children's literature curriculum.
The curriculum included unit objectives, lesson plans, and
a bibliography for the unit.

Teachers responded via a

researcher-designed questionnaire.

The survey consisted

of both Likert scale and open-ended items.

The

questionnaire was piloted to enhance its reliability and
validity.
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Phase 3 was the review of teacher responses to the
curriculum and the refining of the curriculum based on
these responses.

Both quantitative and qualitative

data were collected.

Quantitative data was collected from

the Likert scale items, while qualitative data was
collected from the open-ended questions.

The information

gathered was used to guide the researcher in refining
these materials for further use.

The refined curricular

materials will be disseminated to appropriate audiences
via presentation at conferences andlor workshops.
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Chapter IV
Curriculum Guide

Overcoming Obstacles:

A Focus Unit for Grades
Three and Four

Rationale:
Each of us faces many kinds of obstacles in a lifetime.
The traits needed to deal with these challenges help us
to develop and grow into strong, self-actualized
people.

Through literature, children can read about

and learn how others have coped with and overcome
obstacles, thus gaining insight into facing their own
daily and lifetime challenges.

Objectives:
1.

To discover connections between and among stories in
the unit.

2.

To emphasize basic concepts and generalizations
associated with overcoming obstacles.

3.

To underline the importance of facing
overcoming obstacles.

4.

To emphasize the important characteristics or traits
associated with overcoming obstacles.

5.

To highlight basic literary elements of character,
setting, plot, theme, and style.
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6.

To expose children to a variety of types of
literature.

7.

To integrate the four language art components,
reading, writing, listening, and speaking, in
meaning-centered experiences.

8.

To integrate other subject areas with the discussion
of a story.

9.

To build literary and linguistic background necessary
for critical and creative reading.

10.

To internalize the questioning process necessary for
critical reading.

11.

To encourage higher-level thinking skills and learner
involvement.

12.

To encourage independent reading.

13.

To foster creative thinking and writing.

14.

To instill a love for reading.
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Thematic Web:

Exploring
Conquering

Humankind and
Nature

Humankind and
Self

OVERCOMING OBSTACLES
Humankind and
Society

Humankind and
Technology
t.tedicine

Science
Transportation
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Teased by his friends for having no father, a Pueblo
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his dream.
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Opening Activity
A.

Set up an obstacle course on the playground or in a
multi-purpose room. Use obstacles to jump over, climb
through, climb up, etc. Have the children go through
the obstacle course.

8.

After returning to the classroom ask the following
questions:
1.

What do we call the activity?

2.

What are obstacles? (guide for things you have to
get by or overcome; challenges; things in our way)

3.

What kind of feelings did you have when you were
going through the obstacle course? (guide
children to give several different kinds of
feelings such as self-doubt, fear, curiosity,
pride, inner-strength, etc.) Use questions
similar to the following:

4.

c.

(obstacle course)

(a)

How did you feel when yoU looked at something
on the course and you didn't think you could
do it?

(b)

How did you feel when you couldn't do
something that somebody else could do?

(c)

How did you feel when you reached the end of
the obstacle course?

What characteristics or traits did you need to go
through the obstacle course? (guide children to
give the following: courage, self-confidence,
faith, bravery, determination, physical strength,
mental strength, etc.)

Display a giant stOYy matrix across the back wall (see
Appendix A). As each story is read, have children
help to fill in sections on the matrix for that story.
This will involve skills of summarizing, synthesizing,
sequencing, studying cause and effect relationships,
and analyzing problems and solutions.
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Group Story Sessions
The Glorious Flight Across the Channel with
Louis Bleriot. July 25. 1909

Session 1
StorY Session
A.

Before reading the book, discuss its cover.

Ask:

1.

What does the cover look like?

(a newspaper)

2.

What kinds of things do you find in a newspaper?

3.

Why do you think this was used for the cover of
the book?

4.

What clues on the cover may give us hints about
where and when the story takes place? (guide the
children to concluding that the cover itself
could be a clue that the story is about an
important event; the cover also helps give the
setting)

5.

Can you think of a restaurant that uses this same
idea? (Wendy's tables look like old newspapers).

6.

Why do you think Wendy's uses this for their
tables?

B.

Find London, England and the English Channel on a map.
Ask children to think of ways people may have traveled
across the channel in the early 1900's.

C.

Read the first page of the story and discuss the
setting. Guide the children to conclude that based on
the cover and the first page of the book, the story
takes place over time (1901-1909).

D.

Discuss that this is a fictional account of an
historic event. Remind them of the definition of
fiction (a made up story weaved around actual events
and people of the past).

E.

Read pages 6 - 13 and have students look at the
pictures. Ask:
1.

What clues in the pictures support the fact that
the story takes place in France? (writing on
windows)
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2.

F.

What clues in the pictures support the fact that
the story takes place in the early 1900's?
(horse and carriage, car, car license plate, the
plane)

Finish reading the story. Have the class sequence the
story events. Record the name and a brief description
of each plane on a chart (Bleriot I ... Bleriot II ... ).
Ask:
1.

What was Bleriot's wish?
machine)

(to build a flying

2.

Why did he want to fly over the channel? (to
prove his plane; to reach his goal; to collect
reward money)

3.

What was there to fear in flying over the
channel? (weather, the sea, injury, death, had
never been done)

4.

Why did he keep building new planes?
trying to improve each plane)

5.

How do you think he felt when his planes kept
failing? Why?

6.

When have you felt this way? (some possible
examples may be trying out for a team, trying out
for cheerleading, trying to playa musical
instrument, trying to do well on a math test)

7.

What did you do?

8.

How do you think Bleriot felt when he was flying
over the channel? Why? (afraid, worried,
excited, terrified)

9.

When have you felt this way?

(he kept

How did you deal with failure?

10.

How do you think Bleriot felt when he landed?
(proud, excited, relieved)

11.

When have you felt this way?

12.

The author doesn't tell us how Bleriot's wife and
children feel about him taking on this challenge.
How do you think they felt about it?

13.

What obstacles did Bleriot overcome? (dealing
with previous failures, physical elements)
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14.

What word would you use to describe Bleriot and
why? (guide for self-confident, risk-taker,
curious, persistent, courageous, brave, etc).
List these words on a chart that will be used
throughout the unit.

15.

Did you like this story?

Why or why not?

Language Experiences
A.

Have the children think of something they would like
to be the first person in the world to do (examples
could include the first person to go to Mars, Jupiter,
etc; the first person to build a car that could drive
and fly).
Use brainstorming with the children and
write their ideas on the board.
Invite them to borrow
from this list or to be creative.
(1)

Have students write a newspaper article that
tells about their monumental achievement.
Discuss the who, what, when, where, why, and how
questions that should be answered in reporting
news. Have the children write, edit, and rewrite
final copies to be used in creating a class
newspaper of heroes and heroins.

(2)

Have children make a list of questions to ask a
partner. Videotape the reporters interviewing
the hero or heroin.

B.

Point out the similes used in the story (fly through
air like swallows, flaps like a chicken, hops over the
ground like a rabbit). Have cooperative groups think
of other inanimate objects and corresponding similes
that could be used to describe them.

c.

Bring in newspapers and discuss the various sections.

D.

(1)

Have the students look for articles about
important events.

(2)

Have cooperative groups find examples of other
things that can be found in a newspaper (sports
scores and statistics, weather, puzzles,
obituaries, comics, want ads, etc). Give each
group a different section.

Take a field trip to the Florida Times Union.
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E.

Use a stop watch to time each child doing a certain
activity (could time a physical activity on the
playground or a mental activity such as solving a
certain number of multiplication or division tables).
Have children record data on tables and make
observations about that data. Several math skills
could be used, such as averaging, rounding, etc.

Independent Reading
InterdisciplinarY
Social Studies:
study other events that have occurred at
the English Channel (for example, the first person to
swim the Channel)
Science:

conduct flight experiments

Math:
study Roman numerals; use flight departure and
arrival times to calculate how many minutes, hours a
trip will take
Music:
study ascending and descending scales and have
them represent taking off and landing a plane
Movement:
do movements that correspond to the similes in
Language Experience B
Art:
have children make clay models of the different
Bleriot planes
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Follow the Dream: The Story of Christopher
Columbus

Session 2

Story Session
A.

Give the children a scenario in which they find it
hard to believe something is true or can be done. For
example, tell them that you believe that when you get
on the rollercoaster at Space Mountain you can make it
leave the tracks, fly out of the mountain and go to
the moon.
Tell the kids you want them to give you
money so that you can prove this to be true. Ask:
1.

Why won't you give me money to do this?

2.

Why don't you believe that this can be done?

3.

How do you think it makes me feel that you don't
believe me?

8.

Ask children to tell what they know about Columbus.
Have a world map displayed with North and South
America covered. Explain how people during Columbus'
time believed that the world looked like this and that
it was flat.

C.

Review concepts of north, south, east, and west.
1.

Ask:

If the world was flat, what would happen if
someone traveled west?
(falloff end of earth)
[A toy boat would be a nice effect]

D.

Show map and discuss the location of the Orient.

E.

Read the story.

Ask:

1.

What was Columbus' dream?
by traveling west)

(to reach the Orient

2.

How could he reach the Orient by going west? (he
thought the world was round and didn't know of
North America)

3.

What obstacles did he face? (guide the students
to recall the following and list them on the
board)
(a) was expected to be a weaver
(b) couldn't read maps and stars
(c) couldn't find a sponsor
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(d) crew was afraid
(e) the unknown
4.

Why was Columbus expected to be a weaver?
father was a weaver)

(his

5.

How would you feel if you had to work in the same
job as your Mom or Dad?

6.

How did he deal with the obstacle of not being
able to read maps or stars? (taught himself)

7.

What is a sponsor? (relate to how people may
have sponsored one or more students in an
athletic event, for example)

8.

Can you think of other examples?
team, a product)

(sponsor a

9.

Why does someone need a sponsor?
and/or supplies)

(for money

10.

Why did Columbus have a difficult time finding a
sponsor? (people thought his idea was too risky,
too expensive, impossible)

11.

How did he deal with this obstacle? (didn't give
up; kept going to the King and Oueen)

12.

Who finally agreed to sponsor Columbus?
Ferdinand and Queen Isabella)

13.

What did they give him?
supplies)

14.

How many years did it take for the King and Oueen
to agree to sponsor Columbus? (6 years)

15.

How do you think Columbus felt when he finally
was able to find a sponsor? Why?

16.

Why was the crew afraid? (sea, weather, the
unknown; also may have thought that the world was
flat)

17.

How did Columbus deal with this? (he kept going;
he told the crew that they were close to their
destination even though they were not)

18.

Do you think this was fair to the crew? What
would you have done if you were Columbus?
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F.

19.

How long did it take to reach land?

20.

How do you think Columbus felt when he finally
did reach land?

21.

Where did he think he had landed?

22.

Why did he think he had reached the Orient? (he
didn't know that North and South America
existed). Use globe to reinforce this idea.

Relate story to previous story.

(71 days)

(Japan)

Ask:

1.

How were the obstacles faced by Columbus similar
to those faced by Bleriot? (both made journeys;
both explored the unknown; both had to learn new
skills (navigating, flying); took years to reach
goal)

2.

How was Columbus like Bleriot? (compare and
contrast to chart made in Session 1; add any new
descriptive words)

3.

What do you think was Columbus' biggest obstacle?
(people didn't believe in his idea that the world
was round; people thought he was crazy).

4.

Do you think Bleriot faced this same kind of
obstacle of people not believing? (probably)
Did the story tell us this? (no)

5.

Did you like this story?

Why or why not?

Language Experiences
A.

Show the students the log pages in the book and
discuss how Columbus used a log on the ship. Talk
about how he included dates, locations, weather, and
sea animals in his log. Tell the children that a log
is a record of events, sometimes recorded daily,
weekly, etc. Logs can include not only what is
observed, but also the emotions and feelings
surrounding the observation. Have the children create
and maintain a log. The log could be integrated with
a science or social studies topic or students could
think of their own ideas (example 1: log which
includes date, weather, temperature, mood or feelings;
example 2: date, time, people on playground
activities, weather)
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B.

Use cooperative groups to dramatize various scenes
from the story (begging the king and queen; crew
getting upset; landing in North America)

C.

Have children pretend to be a crew member and write a
diary entry of how they are feeling and why. Pose the
following questions to stimulate their writing:
Are
you scared? seasick? Do you believe you'll make it?
Did you want to go on this voyage?

D.

Have children brainstorm for ideas of something that
may be needed for your school (new playground
equipment, new books for the library, laser disk
equipment, computers, etc). Agree on one idea and
have children write why such an item is needed or
wanted.

E.

Use same language experience as above (D) only have
each cooperative group pick a different idea and argue
orally or in writing for their respective need or want
for the school.

F.

Take a field trip to a navy base and tour a ship.

Independent Reading
InterdisciplinarY
Social Studies:
study continents, directions, map skills;
study Columbus
Science:
study sea life and birds that Columbus may have
encountered on journey
Math:
calculate different ways the crew of 90 men could
have been divided among the three ships
Music/movement:
play songs dealing with the ocean or
water; move to the beat of the music as if rocking in a
boat
Art:

draw sea life/birds encountered by Columbus
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Session 3

Fables

"The Mouse at the Seashore"
(page 40)

Story Session
A.

Remind the students that in the first two stories we
read about Columbus sailing west and discovering
America and about Bleriot, who was the first person to
fly across the English Channel. Discuss that many
people did not believe in them. Have the children
think of other things that have been done in which
some people may have had doubts. (examples could
include curing of some diseases, the invention of the
car, using electricity, going to the moon, organ
transplants). Guide the children in brainstorming for
ideas.

B.

Write the word "pioneer" on the board and ask:
1.

What do you picture when I say the word
"pioneer"? (some may picture "Little House on
the Prairie" or settling of the west)

2.

Why were people who settled the west called
pioneers? (they explored the unknown, they faced
danger)

3.

Do you think Columbus and Bleriot were pioneers?
Why?

C.

Get out a beach bag and display the following: beach
ball, bucket and shovel, towel, suntan lotion,
s~nglasses, radio, water cooler.
Tell the children
that they will hear a story today about a mouse's trip
to the beach.

D.

Read the story.

Ask:

1.

Do you think the mouse is a pioneer? Why?
(compare mouse to settlers of the west; he
explored unknown, faced danger)

2.

Why didn't his parents want him to go to the
seashore? (they felt it would be dangerous)

3.

Do you agree with his parents?

4.

Would your parents react the same way?
why not?
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5.

Why do you think the mouse wanted to go to the
ocean? (had never been there; was curious;
wanted to see if he could do it)

6.

Have you ever wanted to do something you've never
done? (encourage children to share stories)

7.

What were some· of the obstacles the mouse faced?
(cat wanted to eat him; attacked by birds and
dogs; was lost several times; banged up)

8.

How do you think the mouse felt when he was
making his journey? (tired, afraid, alone)

9.

Do you think he wished at any point of his
journey that he had not left home? Why or why
not?

10.

Why did he keep going?

11.

How do you think he felt when he reached the
seashore? (peaceful, content)

~2.

Why did he feel this way? (reached his goal,
fulfilled his dream; proved he could overcome
adversity)

13.

Why do you think the author used the ocean as the
mouse's destination?

14.

How do you feel when you're at the beach?

~

Tell the children that this story is a fable.
Talk
about the elements of a fable (brief tale; animals and
elements speak as humans; characters usually have no
names; characters represent aspects of human nature;
usually based on single incident; meant to instruct;
has implicit or explicit moral).

F.

Relate story to previous stories.

Ask:

1.

What is meant by the last lines of the story:
"All the miles of a hard road are worth a moment
of true happiness"?

2.

How does this pertain to Columbus and Bleriot?

3.

What traits did the mouse possess that were
similar to those of Columbus and Bleriot? (list
on chart from Session 1)
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4.

Can you think of something in your life that
follows the statement at the end of the story?
(teacher could give a personal example that helps
students make connections)

Language Experiences
A.

Have children write a fable either individually or
with a partner. Brainstorm for "starter ideas" about
characters and morals. Write these ideas on the
board.
Invite children to borrow or to create their
own. Could include:
"If you don't succeed, try, try again"
"Good things come to those who wait"
"Satisfaction will come to those who please
themselves"
"A first failure may prepare the way for later
success"
"It's not only feathers that make fine birds"
"It's easy to hate what you can't have"

B.

Give each cooperative group a different fable from
Lobel's book Fables and have them dramatize it for the
class.

C.

Have the students write a sequel to "The Mouse at the
Seashore". Start them off by asking:
What does the
mouse do next? go home, fall asleep, go swimming ...

D.

Have children write a letter to their parents
explaining why they should by allowed to visit a place
they've never been. Brainstorm with the class for
"starter ideas".

E.

Have children make a list of everything they would
need for a day at the beach.

F.

Take a field trip to the beach to collect shells.

Independent Reading
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Interdisciplinary
Social Studies:
find books at the library on other
pioneers; have children collect pamphlets on beaches in
Florida
Science:
study ocean life; learn about mice (what they
eat, where they live, etc.); learn about shells
Math:
put shells in a jar and have children estimate how
many there are; have students estimate how many shovels
of sand will fill a bucket, then allow to test their
predictions
Music:

use "ocean music" to relax, ease stress

Movement:
exercise by pretending to be at the beach (ride
waves, jump over waves, run, shovel sand, throw beach
ball); bring in a real beach ball to throw on the
playground
Art.:
by

draw things at the beach; do sand art; make pictures
shells or. paper

gl~ing
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Session 4

The Random House Books of Fairy Tales
"Thumbelina"

StorY Session
A.

Bring in a walnut shell and flower petals. Ask the
children if they can imagine being so small that they
could sleep in the shell or on the flower petal. Tell
them that today you will be reading a story about
someone that small. Ask them if they have any ideas
which story you are going to read.

B.

Read the story.

Ask:

1.

How would yoU describe Thumbelina? (smaller than
thumb, beautiful voice, wonderful child)

2.

Where did she sleep?
flowe: petals)

3.

Who kidnapped he: and why? (toad kidnapped
Thumbelina so she could marry her son)

4.

How do you think she felt when she woke up on the
toad's lily pad?

~

How would you have felt?

6.

Who helped her escape and how? (the fish gnawed
on the lily stalk to free the lily pad and the
butte:fly pulled Thumbelina down the rive: by the
sash on her dress)

7.

After Thumbelina went ashore to live, what
obstacles did she face? (she was alone; had to
live off the land; fear)

8.

How do you think she felt?

9.

Why did Thumbelina move in with the mouse?
(winter came and she needed shelter; the mouse
became her friend)

(polished walnut shell;

10.

Why was there a swallow at the mole's house?
(the mole thought it was dead and he was planning
to eat it)

11.

How does Thumbelina realize that the swallow is
alive? (she makes the swallow a blanket; when
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she covers the swallow, she feels its heart
beating)

C.

12.

Thumbelina helps the swallow recover without
letting on to the mole that the swallow is still
alive.
Is this a brave thing to do? Why? What
might the mole have done to Thumbelina if he had
found out?

13.

Why did Thumbelina not leave with the swallow the
first time? (felt obligated to stay with the
mouse)

14.

Would you have stayed or would you have left?
Why?

15.

How do you think Thumbelina felt knowing that she
had to marry the mole and would never again be
allowed to go outside?

16.

Ho~

17.

Who rescued her?

18.

What happened next?

19.

Did you like the story?

would you feel if you could never go outside?
(the swallow)

Why or why not?

Relate story to previous stories.

Ask:

1.

How was Thumbelina's journey similar to the
journey the mouse made in "The Mouse at the
Seashore"? (faced dangers - animals, weather,
lack of food, lack of shelter)

2.

How was her journey different from the mouse's
journey? (mouse chose to go, Thumbelina was
forced to go; the mouse's journey appears to take
place in one day, Thu~belina's journey takes
place over time, which is indicated by the
constant changing of seasons)

3.

What obstacles did Thumbelina face that Columbus
and Bleriot also had to face? (weather, the
unknown)

4.

What obstacles did she face that were different
from those of Bleriot and Columbus? (had to
survive on her own and by herself; was going to
be forced to do something she didn't want to do marry the mole)
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D.

Using chart from Session 1, have children describe
Thumbelina at different times during the story. Add
additional descriptive words to the chart.

E.

Ask the children if they think this story is true.
Tell the children that the story you read was a fairy
tale. Discuss with them the similarities and
differences between the fable and the fairy tale that
have been read. (both used animals with human traits;
both were fantasy fiction; the fable was shorter; the
mouse had no name but the fairy tale had Thumbelina;
the fable was about one incident and the fairy tale
took place over time)

~anguage

Experiences

A.

Have cooperative groups pick a favorite fairy tale and
present it to the class. Groups could choose from the
following ways to present their tales: read aloud,
videotaping, dramatizing, retelling, pictures, etc.

B.

Have the students pretend to be the size of
Thumbelina. Write a story about living in the
classroom. Pose the following questions to stimulate
~riting:
What will you eat? What are the dangers?
How would you escape? Where could you go? Have
children think of other questions that they would want
answered.
Have cooperative groups read fairy tales to the
kindergarten children.
Have students choose a flower that they would want to
use as a bed if they were Thumbelina's size and write
about it. How big is the flower? What color is it?
Ho~ does it smell?
Where would it grow? Why would
you choose this flower?

E.

Sho~ a video of Thumbelina.
Have students compare the
video with the story. List similarities and
differences. Discuss opinions of which they liked
best.

F .

Have cooperative groups retell different fairy tales
by rewriting the story in a five-event sequence. Each
event can be illustrated and matched to the text. The
story can be bound together to form a book or
displayed on the wall. Give each child in the group
one of the following five questions: What happened (1)
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at the beginning? (2) at the end? (3) in the middle?
(4) between the middle and the beginning? (5) between
the middle and the end? Use finished products to
facilitate storytelling.
Independent Reading
Interdisciplinary
Social Studies:
talk about various kinds of shelter in
which people live (teepees, igloos, houses, tents, etc.)
Science: study various kinds of flowers, plants; conduct
buoyancy experiments
Math: count and tally which of the two each student liked
best, the video or the book (from Language Experience E)
Music: listen to a musical selection of "Peter and the
Wolf", another popular fairy tale; listen to Barry
Manilow's musical score to Thumbelina
pretend to be Thumbelina stretching to reach
for things that are too high; fly like a swallow

Moveme~t:

Art:
draw flower from Language Experience D; make papermache flowers
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At Daddy's on Saturdays

Session 5
Story Session
A.

Tell the children that today's story is about a little
girl who has to face a big obstacle in her life.

8.

Read the story.

Ask:

1.

Who was the main character?

2.

What was Katie's obstacle?
parent's divorce)

3.

Why was this an obstacle for Katie? (she felt
that she might be responsible for the divorce;
she felt her daddy would forget her; things were
different at home; she missed her daddy)

4.

What kinds of feelings did Katie experience
throughout the story and why? (sadness when her
daddy moved out; anger directed toward her doll
and toward her daddy for leaving; responsibility
fa: her parent's divorce; phYsically sick when
she went to school the first day after her daddy
le~t; lonely when her daddy didn't wake her up
for school and when he wasn't at the breakfast
table; worried that Daddy would be alone at
Christmas and that Daddy would forget her;
confused on how her parents could stop loving
her; hurt that her parents divorced)

5.

~hat are some ways Katie dealt with her feelings?
(she cried. didn't pay attention in school. threw
her doll in the trash can. took her doll to
school. talked to both of her parents about how
she was feeling)

6.

Can you think of other things Katie could have
done to deal with her feelings? (talk to her
teacher, talk to a friend)

7.

Does Katie overcome the problems she has in
dealing with the divorce? (yes)

8.

How does Katie's thinking change in overcoming
her obstacle? (realizes that her parents
divorced each other, not her; they didn't divorce
because of her; they still love her and she can
count on them)
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9.

c.

Have you ever known anyone like Katie?

11.

What advice would you give your best friend if
his or her parents were getting a divorce?

12.

Do you think Katie would have had an easier time
dealing with the divorce if she had brothers or
sisters? Why or why not?

13.

Was this a true story?

14.

Could it have been about a real person? (tell
children this story is an example of realistic
fiction)

15.

Did you like the story?

(no)

Why or why not?

Relate story to previous stories.

Ask:

1.

How was At DaddY's on SaturdaYs similar to the
other stories we've read? (characters faced
obstacles, problems; had to find solutions; main
characte:s showed courage)

2.

How was the story different from other stories
we've read? (Katie's obstacle was in dealing with
a personal problem; her story dealt more with
feelings and emotions than did the other stories;
Katie's story is more likely to happen to us or
to people we know)
Experiences

Have cooperative groups role play various scenarios
that deal with divorce:
(1)
(2)
(3)
(4)

B.

Explain your

10.

~anguage

A.

Do YOU think of Katie as brave?
answer.

giving advice to a friend whose parents are
divorcing
having to live with one parent and not seeing
the other one very often
parents arguing
having a hard time in school because parents are
divorcing

Have students act out emotions experienced by Katie.
Emphasize how our faces and bodies often show what
we are feeling.
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c.

Have cooperative groups make a list of stress relief
activities and share their ideas with the class.

D.

Have children pretend to be Katie and write a letter
to someone (mom, dad, best friend, teacher, coach)
telling that person how they are feeling.

E.

Introduce concept of journal writing. Have children
write in their journals about how they are feeling
that day and why.

F.

Have children use response journals for reacting to
literature. Encourage them to use journals to reflect
on books they are reading and to include things such
as summarizing, questioning things they don't
understand, predicting what will happen next,
analyzing characters, expressing opinions on an author
or type of literature, inventing alternative endings,
retelling the story from a different perspective, etc.

Independent Reading
InterdisciplinarY
Social Studies:
have time set aside each day where kids
ca~ talK about anything that is bothering them
Science: conduct a survey of other classes finding out
ho~ many children live with just one parent
Math:
if division has been introduced, use pizza (Katie
and her daddy had pizza to celebrate her visit) to
reinforce the concept
Music:
play different kinds of music and talk about the
feelings and emotions each evokes; talk about different
instruments and how they can be used to convey mood
Movement:
use movement to show different emotions (jump
up and down to show excitement, crouch down to show
fear, etc.)
Art:
assign several different emotions to each group and
have them make collages representing the various
feelings
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Session 6

Sundiata Lion King of Mali

Story Session
A.

Set up classroom campsite. Have children set up tents
(blankets over chairs) and make a pretend camp fire.
Canteens and camping equipment would be a nice effect.
Serve marshmallows while reading the story.

B.

Do a listening activity with the children.
Whisper a
short story to a child. Have him or her repeat the
story until every child has been told.
See if the
story changes as it was passed around.

C.

Tell the students that today's book is a folktale.
Discuss how folktales are passed down either in oral
or written form.
For that reason, they sometimes
change a little as the story is continually told.

D.

Show children the cover of the book.
predict what the story may be about.

Have them
Ask:

1.

What characteristics do you think a king should
have?

2.

Why do you think Sundiata is called the Lion
King?

E.

Point out West Africa on a map.
Read the first two
pages of the story. Discuss the word "griot"
(pronounced GREE-oh) and its meaning (wise people of
ki~gdoms who served kings; storytellers of history of
ancestors and laws of life).
Look at illustrations o~
people sitting around the fire listening to the griot.

F.

Post list of characters on board. (The characters
names are unusual and it often is confusing on who is
who.
Such a list will be helpful to the teacher and
to the students)
King of Mali
becomes second wife of King
Maghan; has the spirit of the
buffalo
Sassouma Berete
first wife of King Maghan Kon
Fatta
Balla Fasseke
Sundiata's griot
Sumangurl
King of Sosso; was feared by people
of Mali
Maghan Kon Fatta
Sogolon Kedjou
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King of Merna
G.

Tell the children that this is an African folktale.
Read the story. Help children recall sequence of
events to summarize the story. Ask:
1.

What obstacles did Sundiata face? (physically
handicapped, couldn't walk or speak; ignored or
ridiculed because of handicap; had to leave
homeland of Mali; lived seven years roaming the
land with no home; his griot was sent away)

2.

When did Sundiata finally speak?
his dad, gave him a griot)

3.

What motivated Sundiata to attempt to walk?
(angry with Sassouma for taunting his mother)

4.

~hy did Sundiata have to leave Mali?
(Sassouma's
son became ruler; Sundiata feared for his life)

5.

Do you think he may have left for other reasons?
What reasons? (felt ashamed of handicap and
un~orthy, unfit to rule)

6.

Why did Sundiata return? (Mali was attacked by
Sumanguri. Sassouma and son left. Mali had no
leader)

7.

If you were Sundiata, would you have returned?
Why or why not? (remind children that people
made fun of Sundiata before he left Mali, yet he
was heir to the throne)

8.

How was Sundiata able to rule Mali again?
(fought Sumanguri and won)

9.

What traits did Sundiata develop as he became a
man that helped him return to Mali to rule?
(list on chart used in Session 1)

10.
~.

befriended Sundiata and made him
heir

Why was he called the Lion King?
power and grace)

Disc~ss

1.

the concept of self-worth.

(when the King,

(ruled with

Then ask:

How did Sundiata change in the story? (he gained
a sense of self-worth; had more confidence in
himself; overcame physical disabilities; proved
his courage)
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2.

T

~

.

Discuss the word handicap. Have children think of
some ways in which people are handicapped. Guide
children to understand that some obstacles that people
face deal with how others perceive them and some deal
with how they perceive themselves.
Ask:
1.

J.

What do you think the king's griot meant when he
said "How small the seed from which a great tree
springs"?

which do you think was the greater obstacle for
Sundiata, how others perceived him or how he
perceived himself? Why?

Relate the story to previous stories.

Ask:

1.

Ho~

is the end of t~is story similar to the ends
of The Glorious Flight Across the English Channel
with Louis Bleriot, Follow the Dream, and "The
Mouse at the Seashore"? (all were triumphant in
the end; characters reached their goals)

2.

How were the obstacles faced by Sundiata
different from those faced by the main characters
in the other stories? (Sundiata was born with
physical disabilities and had low self-image in
the beginning of the story)

3.

who~

do you admire most:
Bleriot, Columbus, the
mouse, Thumbelina, Katie, or Sundiata? Why?

Language Experiences
A.

Handicap Experiences
(1)

Turn TV/Video on with no sound. Tell the
children to pay attention because there will be a
test on what they are watching. Wait for
frustration to set in. Discuss with them how
they felt to be handicapped.

(2)

Have children close their eyes. Ask them to take
out pencil and paper and write down what they had
for lunch. Have them talk about their
frustrations.

(3)

Give a worksheet to each child. Purposely give
a few students a worksheet written in a different
language. CalIon these students periodically.
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When they can't answer the questions, make them
feel dumb or stupid. Encourage the rest of the
class to do the same.
Then key everyone in on
what you did. Discuss how those students are not
really dumb.
They just couldn't read the
language. Talk about this as a handicap.
8.

Have the children write or talk about how they felt
during one of the above experiences. Encourage them
to think about how others viewed them and how they
viewed themselves.

r

Have cooperative groups make a list of as many
handicaps as they can.

~.

~,om the above list (C), have each student pick the
one that he or she thinks would be the worst and tell
the class why.

E.

Have students rewrite the enolng of the story.
Brainstorm for ideas such as Sundiata comes back but
doesn't conquer or Sundiata decides not to come bacK.
Encourage the childre~ to be creative.

F.

Have children orally retell a favorite story. as the
griots would have.
Use classroom campsite for
storytelling setting.

:ndepender.t Reading
rrterdisciplinary
Social studies:
a map legend

use cover page of book to discuss reading

Science:
learn about zoo animals; take a field trip to
the zoo; learn about lions in particular
Math:
talk about circles; find examples of circles in
everyday life; measure diameters of circles
Music:
sing campfire songs while eating marshmallows and
drinking hot chocolate
Movement:
play games that involve being in a circle, as
if circled around a campfire
Art:
decide how a Lion King should dress; design and
draw, or describe his clothes
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Session 7

Arrow to the Sun: A Pueblo Indian Tale

Story Session
A.

Review the concept of "folktale". Tell the children
that today you will be reading an adaptation of a
Pueblo Indian folktale. Use the campsite setting from
the previous session.

B.

Review the following vocabulary:
pueblo an Indian village of the Southwestern US
mocked made fun of; ridiculed
kiva a Pueblo Indian ceremonial structure that is
usually round and partly underground
transformed changed in composition or structure

c.

D.

Have the children close their eyes and imagine each of
the following:
being in a room full of bees; a room
full of snakes; a room full of lions; a room full of
lightening. Ask:
1.

Which would frighten you the most and why?

2.

Which would frighten you the least and why?

Read the story.

Ask:

1.

What did the book explain?
the world of man)

2.

Who was the main character?

3.

Why do you think the author chose to call him the
Boy? (the boy has no earthly father therefore
has no name)

4.

What was the Boy's first obstacle? (not accepted
by group because he had no father; mocked and
chased away)

5.

How do you think he felt about not being
accepted? Why?

6.

Have you ever felt left out?

7.

How did the Boy deal with this obstacle?
home to find father)
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E.

8.

Was this the best thing for him to do?
why not?

9.

Why did he want to find his father?
had a father)

Why or

(to prove he

10.

Whom did he ask for help?
maker, arrow maker)

(corn planter, pot

11.

Why do you think the author had the Boy go to a
pot maker, a corn planter, and an arrow maker?

12.

Why do you think the first two wouldn't help him?

13.

Why do you think the arrow maker did help him?

14.

What happened when the Boy arrived at the sun?
(found his father; father said the Boy must prove
he is his son)

15.

How do you think this made the Boy feel?

16.

How would you have felt?

17.

How did the Boy have to prove himself to his
father? (pass through four chambers of ceremony:
kivas of lions, serpents, bees, and lightening)

18.

Why do you think the lightening was in the last
kiva?

19.

Why did the people celebrate when the Boy
returned to Earth? (he brought the sun and they
needed the sun for life)

20.

Do you think that the Lord of the Sun will punish
the corn planter and the pot maker? Why or why
not?

21.

Did the Boy change during the story?

22.

What was the overall theme of this story?
(overcoming adversity or obstacles)

23.

What did the Boy need to overcome his obstacles?
(inner strength, bravery, determination) List
these on chart from Session 1.

Relate story to previous stories.
1.

How?

Ask:

How was this story similar to the story about
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Sundiata? (both are folktales; have unrealistic
events such as a man turning into stone and a boy
becoming an arrow; both main characters were not
accepted and were ridiculed because they were
different; both had low self-esteem; both had to
face physical obstacles such as the kivas of
danger and fighting Sumanguri; both were
triumphant in the end and the people rejoiced at
their return; both changed and matured during the
story)
2.

How was this story different from the story of
Sundiata? (Sundiata faced physical disabilities;
the Boy did not. Sundiata knew his father and did
not have to prove himself to him; the Boy had to
find his father and had to prove he was his son)

3.

What traits did the Boy and Sundiata share?
(self-doubt in the beginning; bravery, courage,
and confidence in the end)

4.

How was the Boy similar to Bleriot? (wanted to
prove himself; both faced physical dangers)

5.

How was the Boy different from Bleriot? (to
succeed the Boy had to rely on own physical
strength while Bleriot had to rely on ability to
build a plane that would fly)

Language Experiences
A.

Have cooperative groups pantomime the four trials that
the Boy had to endure.

B.

Ask the children to write about which of the four
trials they think would be the most difficult and why.

C.

Have students create a fifth trial.
pantomime and draw it.

D.

Have the children look at the Boy's "sign".

They could then
Ask:

1.

What might it represent?

2.

Why would someone have a sign?

3.

Can yOU think of an example of something or
someone that has a sign? (colleges and their
teams, gangs, churches, etc)
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Have them create and draw a sign for themselves. Make
into necklace medallions. Each child can explain to
the class why he or she chose to represent him- or
herself with this particular sign.
E.

Have students summarize the story orally by looking
back through the pictures.

F.

Have cooperative groups make dioramas of the four
kivas the Boy had to endure.

G.

Have children make observations about the artist's
(who is one in the same with the author) use of bold
patterns, shapes, and designs, as well as orange,
yellow and brown tones of color. Write observations
on the board. Have each child write their opinions on
the following questions:

H.

1.

Why do you think the artist/author used these
colors throughout most of the story?

2.

When are other colors used?

3.

Why is the Lord of the Sun shown as colorful in
the pictures?

4.

Why do you think that, in the picture of the Boy
traveling to the Sun, the stars closer to the sun
are more colorful?

5.

Why do you think the artist/author uses such bold
designs and patterns?

6.

How does the Boy change in transforming into an
arrow?

7.

Do you like the illustrations?

Why or why not?

Have children research the meaning of colors and the
moods they evoke.

Independent Reading
InterdisciplinarY
Social Studies:

study the Pueblo Indian culture
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Science:
learn about the sun (its importance to life,
growth; dangers of sun to skin, eyes); learn about
lightening, bees, lions, snakes
Math:

study geometric shapes

Music/movement:

perform Dance of Life

Art:
draw 4 trials encountered by the Boy; draw fifth
trial or kiva created in Language Experience c; make
clay pots; use prisms to reflect colors; learn about the
color spectrum
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Crow Boy

Session 8
StorY Session

A.

B.

Have children look at the cover, title, and author of
the book.
Ask:
1.

Where do you think this little boy is from?

2.

What things on the cover give you clues?
(author's name, little boy's eyes, hair and color
of face)

3.

Why do you think he is called Crow Boy?
their ideas on the board)

4.

In looking at the title page, where do you. think
this story takes place? ( school)

5.

What gives you clues?

Read the story.

(write

( school bell, blackboard)

Ask:

1.

Where did the story take place?
school)

2.

Who was the main character?

3.

What does Chibi mean?

4.

Why do you think Chibi hid under the school
house?

5.

Why did the other children not include Chibi?
(thought he was weird, stupid, dumb)

6.

Why do you think the artist made the picture on
page 11 blurry? (Chibi didn't want to see the
blackboard)

7.

Why do you think Chibi didn't want to see the
blackboard?

8.

Do you think Chibi is smart?

9.

Why do you think he came to school everyday, even
though he didn't pay attention and everybody made
fun of him?
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C.

10.

Who took an interest in Chibi (Mr. Isobe, his
sixth grade teacher) and why?

11.

Why was Chibi called Crow Boy? (compare to
predictions listed on board before the story was
read)

12.

How was it that Chibi was able to learn so many
crow sounds? (walked a long way to and from
school; paid attention to things he heard; very
observant)

13.

Why did people cry at the talent show when Chibi
performed his crow sounds? (people felt guilty
that everyone had made fun of Chibi)

14.

What obstacles did Chibi overcome? (feeling of
rejection; lack of self-confidence)

15.

How did he overcome these obstacles? (by
developing his own special talent and by help
from Mr. Isobe)

16.

How did Chibi change? (in the beginning of the
story he was shy, unsure of himself, probably had
low self-image, wasn't part of the group, was
rejected for being different; at the end of the
story he was accepted because of his talent, he
was self-confident)

17.

Do you think Chibi was courageous?
not?

Relate story to previous stories.

Why or why

Ask:

1.

What kind of book is Crow Boy?
folktale)

2.

Which of the other stories we read were
folktales? (Arrow To the Sun and Sundiata)

3.

What obstacle did Chibi face that also was faced
by Sundiata and the Boy? (not accepted by the
group; rejected for being different)

4.

Why is not being accepted seen as an obstacle?
(can make us doubt ourselves, either how we look,
what we do, what we can't do, what we say, etc.)

5.

How else were the three folktales similar?
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was about a boy; each main character was
triumphant in the end)
6.

How was Crow Boy different from the other two
folktales? (from different parts of the world;
Sundiata and the Boy both had to face physical
dangers, Chibi did not)

7.

Which of the folktales is most believable? Why?
(Crow Boy because the other two had unrealistic
things happen. For instance, the Boy became an
arrow and Sumanguri became stone)

8.

Which folktale did you like best and why?

9.

Which did you like least and why?

Language Experiences
A.

Have students write a short essay on which folktale
they liked best and why.

B.

Have the children look at the ceiling, someone's
shirt, the window, and the desk top (just as Chibi
often did in school) and make a list of what they
"see".

c.

Put on a talent show. Have each child think of a
special talent and demonstrate that talent for the
class. Encourage them to be creative. Have
classmates give nicknames for each student based on
his or her special skill.

D.

Chibi often would close his eyes and listen. Have the
children do the same and then make a list of sounds
that they heard. Try this experience in different
places such as the classroom, the library, the
cafeteria, and the playground.

Independent Reading
Interdisciplinary
Social studies:
learn about Japan and its people; eat
samples of Japanese food
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Science: provide variety of objects and have children
describe them by using all of their senses; discuss use
of all senses when making scientific observations
Math:
have children rate the three folktales from
favorite to least favorite; count and tally votes for
most popular and least popular
Music:

listen to Japanese music

Movement:
take a walk around the school yard pretending
to be Chibi walking to and from school
Art:
make paper crows by using the Japanese art of
folding paper (origami)
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pon't Call Me Fatso

Session 9

StorY Session
A.

Look at cover and title of book. Ask the children to
make predictions on whom or what the story may be
about.
Point out what Rita is having for lunch.

B.

Read the story.

Ask:

1.

What was Rita's problem?

(she was overweight)

2.

What major obstacles did Rita face? (made fun of
by other kids; didn't like herself; questioned
her self-worth)

3.

When in the story did the children make fun of
her? (when the nurse had each child weigh in; in
art class; at the pool)

4.

How do you think Rita felt when the other
children laughed and made fun of her?

5.

Do you think she should have reacted differently?

6.

Why do you think Rita did not like herself?

7.

Do you think the fact that Rita did not like
herself was the fault of the other children or
her own fault? Explain your answer.

8.

What were some things Rita did to overcome her
weight problem? (developed better eating habits;
ate healthier foods; exercised)

9.

Do you think it was hard for Rita to do these
things? Why or why not?

10.

Why did Rita start taking swimming lessons?
exercise and to lose weight)

(to

11.

What are some other things Rita could have done?

12.

After her first diving attempt, why did Rita buy
three candy bars on her way home? (she was upset
because the children laughed at her for being fat
and for sinking in the pool)

13.

Do you think she enjoyed eating the candy bars?
Why or why not?
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C.

14.

Why do you think Rita wanted to give UP on trying
to lose weight? (it was taking too long; she was
frustrated; kids still made fun of her)

15.

Have you ever wanted to give up on something?
When?

16.

Who talked Rita into not giving up?
stepfather)

17.

Did Rita overcome her obstacle on her own? If
not, who gave her help? (stepfather, mother,
school nurse, swimming instructor, friends)

18.

Do you think it is better to overcome obstacles
on your own or with the help of others? Why?

19.

How did the swimming lessons help Rita overcome
her problem of not liking herself? (learning to
dive gave her confidence that she could succeed)

20.

Have you ever known anyone whom others teased?

21.

What are some things about people that others may
tease about and make them feel left out? (eye
glasses, freckles, short, tall, in a wheelchair,
not as smart in school)

22.

What could you do if someone in the class was
being teased and feeling left out?

23.

How did Rita change? (she lost weight; she
developed more self-confidence by taking an
active role in facing her obstacles and solving
her problems)

24.

Was this a true story?

(her

(no)

Relate story to previous stories.

Ask:

1.

What other story we read was realistic fiction?
(At Daddy's On Saturday)

2.

How are these two kinds of stories similar?
(stories aren't true but they really could
happen)

3.

How was Rita similar to Sundiata, the Boy, and
Chibi? (each was teased for something; each felt
left out and had low self-esteem at the beginning
of the story; each actively set out to overcome
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their obstacles; each gained self-confidence by
the end of the story)
4.

What traits did Rita share with Sundiata, the
Boy, and Chibi? (self-confidence, determination,
pride)

5.

How was Rita similar to Columbus, Bleriot, and
the mouse? (reached goal; was triumphant in the
end; worked hard)

Language Experiences
A.

Have the children make a list of what they ate for
breakfast and lunch, and categorize by food groups.

8.

Have students make a list of favorite unhealthy snack
foods with alternative healthy foods that could
instead be eaten.

C.

Have cooperative groups role play situations where one
student is different from others in some way. Have
children discuss their feelings and suggest ways to
deal with these kinds of obstacles.

D.

Have students pretend that their best friend just
walked into school with new glasses. Everyone is
making fun of him or her. Write a letter to your
friend that will make him or her feel better. Give
him or her ideas on how to deal with and overcome this
obstacle.

E.

Have the children pick something that they like and
give it up for a week (preferably a favorite snack).
Have them write about how difficult it was not to have
this favorite thing. Pose the following questions to
stimulate writing. Did anyone eat this food in front
of you? Were there times when you had a bad day and
you wanted to eat this snack? Have students compare
their feelings to how Rita must have felt.

Independent Reading
Interdisciplinary
Social Studies:
learn about different forms of exercise
that are done in various parts of the country or world,
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based on terrain and weather (for example, snow skiing
where there is snow)
Science:
study food groups; bring in snack foods and have
cooperative groups categorize their samples into healthy
and not healthy
Math:
use calorie chart to count calories for breakfast,
lunch, dinner, and snacks; bring in small scale for
children to weigh and chart the weights of various
objects
Music/Movement:
Movement:

exercise to popular music

pretend to be swimming or diving

Art:
make collages of healthy foods; design a candy bar
wrapper for a newly invented healthy candy bar
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Session 10

-The
Seller"
(page 7)

Night on Neighborhood Street

StorY Session
A.

Write the title of the poem of the board. Have the
students predict what the poem may be about. List
their ideas on the board.

B.

Display a pretty package wrapped in pretty paper and a
bow. Ask:
1.

How many would like to have this?
looks pretty and inviting)

2.

What do you think is inside?
it around)

Why?

(gift

(let children pass

Have a child open the gift only to find it full of
dirt.

c.

D.

Read the poem.

Ask:

1.

Who is the seller and what is he selling?
dealer selling drugs)

(drug

2.

Where are the children? What makes you think
they are in their neighborhood? (the poet says
that the children go inside; the title of the
book is Night on Neighborhood Street)

Put overhead of poem on screen or have it written on
poster board. Display and read poem for class. Ask:
1.

What do you think Ms. Greenfield, the poet, means
when she writes:
"carrying in his many pockets
packages of death"? (lines 2 and 3)

2.

Why do you think she uses the word "package"?

3.

What do you think of when you think of a package?
(remind them of your example with the gift)

4.

What do you think the poet means when she writes:
(a)

"they see behind his easy smile"?

(b)

"they know his breath is cold"?
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(c)

E.

"they turn their backs and reach for warmth
and 1 if e " ? (l i nes 7, 8, and 9)

5.

What is a coward?

6.

Do you think that when the children turn their
backs they are cowards? Why or why not?

7.

According to this poem, what is one challenge or
obstacle some children face? (the courage to say
"no" to drugs; to resist giving into temptation
to try drugs)

8.

In this poem, does anyone give into the
temptation? (no)

9.

Do you think this is realistic?

Why or why not?

10.

Do you think the dealer will come back?
why not?

Why or

11.

What if your best friend decided to take a
package from the seller. What would you do?
What does it take to say "no" to drugs?

12.

Have you ever been pressured to go along with
something you thought was wrong? How did you
deal with it?

13.

Did you like this poem?

14.

Look at the poem and tell me some of your
observations on how it is written. (no
punctuation, no capitalization, doesn't rhyme)

15.

Why do you think the poet may have written the
poem in this way?

Why or why not?

Relate poem to previous stories.

Ask:

1.

How are the children in "The Seller" similar to
the main characters in the other stories we've
read? (guide children in making direct
comparisons such as the children showed courage
in turning their backs, as the Boy showed courage
in going through the four trials and as Columbus
showed courage in exploring the unknown)

2.

How are the children in "The Seller" different
from some of the main characters in the other
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stories? (again guide them in making direct
comparisons and contrasts such as Chibi showed
courage by developing a talent and becoming part
of the group; however the children in the poem
showed courage in not becoming part of a wrong
group)
Language Experiences
A.

Have cooperative groups write a "rap" song that deals
with the issue of drugs. Have them compose, practice,
and perform for other groups.

B.

Videotape Language Experience A.
on the best Rap song.

C.

Read other poems by Eloise Greenfield (could use
Night On Neighborhood Street). Have each cooperative
group select one poem and present it to the rest of
the class. Allow each group to choose their method of
presentation (oral reading, choral reading, drawn or
painted pictures, drama, etc).

D.

Have students write a poem about saying "no" to drugs
or doing the right thing.
Invite volunteers to share
their poems with the class or make a tape recording of
class poems.

E.

Have students role play various situations involving
use of drugs (examples: stranger approaches you in
school yard; all of your friends are using drugs and
want you to try them; best friend gets in trouble at
school for having drugs; somebody you don't know at
school has drugs)

F.

Read the newspaper article about the drug dealer who
has turned himself around (see end of this story
session). Have class discussion on how this man has
changed; why he turned his life around; the obstacles
he now faces; traits he now has as a result of
overcoming obstacles.

G.

Have children fill in punctuation and capitalization
in the poem.

Independent Reading
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InterdisciplinarY
Social Studies:
learn about neighborhoods, what is a
neighborhood, where they are found, what is found in
them
Science:
learn about drugs: kinds of drugs, drugs that
are harmful, drugs that are helpful, drug abuse
Math:
create a neighborhood store with items priced and
available for sale; practice making change with play
money
Music:
poem

use various musical instruments to dramatize the

Movement:
move to show how stimulants and depressants
would affect the body (fast and slow motion)
Art:
develop slogans and advertisements against illegal
drug use
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Session 11

Oliver Button Is a SissY

story Session
A.

Ask a boy in the class to hold a doll for you.
Observe reactions of both the boy and the other
children. Discuss with the class the reactions you
observed. Key in on the term "sissy" if called that
by a classmate. Ask the children to define "sissy".

B.

Tell the children we'll be reading about a boy who was
called a sissy .

. c.

Read the story.

Ask:

1.

What kinds of things did Oliver Button like to
do? (walk in the woods; jump rope; read; draw;
play with paper dolls; play dress up; sing and
dance)

2.

Why didn't Oliver like sports?
good at any sport)

3.

Why was he called a sissy? (he liked to do
"girl" things and wasn't very good at "boy"
things)

4.

How do you think Oliver felt when the kids called
him a sissy and when they wrote it on the school
wall? (left out; sad; felt like he didn't have
any friends; felt different from the others)

5.

How would you have felt if you were Oliver?

6.

Why do you think his dad called him a sissy?
(possibly because Oliver didn't like the things
he had liked as a boy)

7.

How do you think Oliver felt when his dad called
him a sissy? (sad, rejected, unloved, a
disappointment)

8.

Do you think it was worse for the other children
or for his dad to call him a sissy? Explain.

9.

How do you think his dad felt about Oliver going
to dancing school? (disappointed, embarrassed,
maybe hopeful that he wouldn't like it)
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D.

E.

10.

Oliver took a great deal of teasing but he stuck
with what he enjoyed doing. Do you think that
was difficult for him to do? Why or why not?
Could you have stuck with it?

11.

Why did Oliver feel like crying when the talent
show was over? (he didn't win; he felt like a
failure)

12.

Did everyone view him as a failure?
everyone thought he was a success)

13.

Why was he viewed as a star at the end of the
story? (he didn't give up on what he wanted to
do, even though everyone made fun of him; he was
brave to go against what everyone thought was
"normal")

14.

How do you think Oliver felt when he saw "Oliver
Button is a star" written on the school wall?
(proud, happy, successful, accepted)

15.

What was Oliver Button's main strength in
overcoming his obstacle? (he practiced and
didn't give up what he loved even though he was
teased)

(no;

Have the children give examples of "boy" and "girl"
things, activities, etc. Ask:
1.

Do you think it is fair to expect every boy to
like sports and every girl to like dolls and
dancing? Why or why not?

2.

Why do you think so many people feel this way?
(raised that way; given "boy" or "girl" toys;
pushed to participate in "boy" or "girl"
activities; stereotypes by tv, magazines, books,
etc). Will want to discuss the term stereotype
in terms that the children can understand.

Relate story to previous stories.
1.

2.

Ask:

How was Oliver Button like the mouse in "The
Mouse at the Seashore"? (he didn't give up on
what he set out to do, even though those close to
him did not always support his goal)
How was Oliver like the Boy in Arrow to the Sun?

(in the beginning he was not accepted as part of

the group because he was different; at the end of
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the story both Oliver and the Boy were accepted
and viewed as successful)
3.

How was Oliver similar to and different from
Bleriot? (like Bleriot, Oliver didn't give up on
his dream; they both overcame obstacles and
showed courage in doing so; unlike Bleriot who
faced physical dangers, Oliver faced an emotional
obstacle of rejection)

Language Experiences
A.

Bring in toy catalogs, other catalogs, magazines,
books, etc. and have children find examples of gender
stereotypes (men and women, girls and boys).
Challenge children to find other examples in books in
the library, books at home, greeting cards, tv
commercials. Also have them look for real life
examples. For instance, who usually picks up and
drives the garbage truck, men or women?

B.

Have the students write on the following:
Pretend you
are a mommy or daddy.
Your little girl wants you to
buy her a baseball and bat and to take her to a
baseball game.
Your little boy wants a doll for his
birthday and he wants to enroll in ballet.
Think about what you will do and why?
people react?

How will other

C.

Have the children organize and put on a talent show.
They could design invitations for parents and friends;
rehearse their individual talents; decide on who will
be judges; come up with prizes, etc.

D.

Discuss the word "star" and why this term is used for
people like Oliver. Have the children list other
people who are stars and categorize them (sports, tv,
movie, Olympic, etc).

E.

Read poems about the stars.

F.

Read William Has a Doll and have children compare it
to Oliver Button is a SissY.

Independent Reading
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Interdisciplinary
Social studies:
learn about people who have crossed
gender boundaries; discuss house husbands and working
wives
Science:

study stars, constellations

Math:
have children record name and gender of previous
teachers and calculate number of men and number of women
Music:
have cooperative groups perform (sing and/or
dance) to music of their choice; listen to "Free to Be
You and Me" by Marlo Thomas
Movement:
have children jump rope for exercise; take a
walk on a nature trail
Art:
make a graffiti wall for the class room but allow
only nice things to be written
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Session 12

Amazing Grace

Story Session
A.

At the beginning of the day group children by eye
color. Use labels for easy identification.
Throughout the day, withhold certain privileges from
those with blue eyes. For example, allow others to go
to lunch first and to sit where they would like.
Don't allow the blue-eyed children to play on certain
equipment on the playground, etc.

B.

Define the word "discrimination". Have the children
talk about their feelings about the exercise listed
above. Especially have those who were discriminated
against (blue eyes) discuss how they felt not to be
treated equally. Highlight concepts of fairness,
equality, prejudice.

C.

Read the story.

Ask:

1.

What did Grace love?
stories)

(reading and acting out

2.

What were her favorite types?
fairy tales)

3.

When people
did some of
couldn't be
was African

4.

Do you think this was fair?

5.

How do you think Grace felt?

6.

What did her Ma and Nana tell her? (she could be
anything if she put her mind to it)

7.

Why do you think her mother was most upset that
the other children told Grace she couldn't be
Peter Pan because she was African American? (her
mom had probably faced the same kind of prejudice
because she also was African American)

8.

Why did going to the ballet convince Grace not to
give up? (the ballet featured an African
American as Juliet)

(adventure and

began volunteering for Peter Pan, why
Grace's classmates tell her she
Peter Pan? (she was a girl and she
American)
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9.

What did Grace decide to do after going to the
ballet? (she decided to practice hard and to try
out for the part of Peter Pan no matter what the
others said)

10.

Why did Grace get the part of Peter Pan?
did the best job during tryouts)

11.

How do you think Grace felt when she got the part
of Peter Pan?

12.

Suppose you were a boy in Grace's class who also
wanted to be Peter Pan. How would you have felt
to know that a girl got the part?

13.

(she

What was the main idea or theme of this story?

(if you set your mind to do something you can
overcome obstacles and can succeed)

D.

14.

What obstacle did Grace overcome? (prejudice
against her because she was a girl and because
she was African American)

15.

Why do you suppose the author chose Peter Pan as
the part that Grace wanted? Why didn't she
choose another story? Could there be a
relationship between flying and reaching for what
you want?

16.

Has anyone ever told you that you couldn't do
something because you were a boy, a girl, African
American, Asian, Indian, etc? How did you feel?

Relate story to previous stories.

Ask:

1.

How is Grace like Oliver Button? (both practiced
hard for something they wanted to do; didn't give
into peer pressure to stop)

2.

Grace got the part of Peter Pan but Oliver Button
did not win the talent show. How were they both
triumphant? (both overcame the obstacle that
others thought they couldn't or shouldn't do
something because of their gender; both showed
courage and proved to others that being a boy or
a girl didn't matter if they were doing something
they really wanted to do)

3.

Who do you think faced tougher obstacles, Oliver
Button or Grace? Why?
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4.

Who else in other stories was similar to Grace?

5.

How was Grace similar to Rita in Don't Call Me
Fatso? (both had doubts in their ability to
overcome their obstacles; lack of self-confidence
in the beginning but confident by the end of the
story)

Language Experiences
A.

Have children pretend that they can fly to wherever
they want to go. Have them write about where they
would go and why, how they would "fly" (wings, plane,
spaceship, balloon, other), why they would choose to
fly this way, would they take anyone, how long would
they stay, etc.

B.

Have children write a description of flying from
school to their house. Have them write about what
they would see looking down, how they would feel,
where they would put their school books, would anyone
believe that they really flew home, etc.

C.

Have cooperative groups dramatize various scenes from
the story: Grace volunteering for the play and the
students' reactions; Grace talking to her mother and
grandmother; Grace going to the ballet with her
grandmother; Grace winning the part of Peter Pan.

D.

Have children make a list of everything they can think
of that flies.
Encourage them to be creative. (bugs,
insects, animals, fish, planes, birds, kites,
balloons, fairies, Peter Pan, Thumbelina, flags,
Superman, streamers, the Blimp, etc.)

Independent Reading
Interdisciplinary
Social Studies: coordinate with Black History month;
learn about famous African Americans in the arts
Science:
use list from Language Experience D; have
children help come up with categories such as animal,
insect, fish, machine, make believe, tOYS,· other and
classify each item in Language Experience D by category
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Math:
use cooking utensils (measuring cups and spoons) to
measure Peter Pan peanut butter
Music: show video of ballet or take a field trip to the
ballet
Movement:
go out to the playground and pretend to fly
like different things (a sea gull, a butterfly, a
helicopter, etc); fly kites
Art:
make kites; have someone come in and demonstrate
balloon art
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Session 13

fly Away Home

Story Session
A.

B.

Have children look at cover of book and predict what
the story may be about. Ask:
1.

Where are the boy and man sitting? How do you
know? (sitting in an airport; can see plane
taking off)

2.

What do their faces look like?
happy, sad, afraid, worried?

3.

What else do you notice about them? How are they
dressed? What do they have with them?

4.

What do you think they are doing at the airport?
Are they traveling somewhere, waiting for
someone, etc?

5.

What do you think the title means?

Read the story.

Do they look

Ask:

1.

Who was the main character in the story?
little boy)

2.

Where do he and his dad live?

3.

Why do they live in an airport? (they don't have
enough money for an apartment so they are
homeless; airport is better than living on the
streets)

4.

Why do the boy and his father not want to be
noticed? (they would be thrown out of the
airport and have no place to live)

5.

What do they do or not do so as not to be noticed
and why do they do each of these things? (stay
quiet; stay among the crowds; change airlines
often; wear blue clothes and carry blue bags;
sleep sitting up; don't sit with other homeless
people in the airport; don't talk to anyone)

6.

What do you think the boy meant when he said "Not
to be noticed is to look like nobody at all"?
(page 8)
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7.

When his Dad goes to work at his weekend job, who
cares for the boy? (the Medinas who also live in
the airport)

8.

What do the boy and his friend do to earn money?
(they collect luggage carts and offer to carry
people's luggage)

9.

What clue tells us about how old the little boy
is? (he is suppose to start school the next
summer)

10.

Why does the boy's father think it is important
to start school? (he wants his son to get an
education)

11.

Why do you think starting school may be a problem
for this little boy?

12.

What did the boy silently tell the bird who was
trapped in the main terminal? (not to stop
trying to get out)

13.

When the bird frees itself, the boy says he knows
it was singing even though he couldn't hear it.
Why does he think the bird is singing? (happy to
be out of the airport; happy to be free to go
home)

14.

The little boy gets angry and sad when he thinks
about how other people have homes. He sometimes
feels he and his dad will be in the airport
forever.
What does he then remember and why?
(he remembers that it took awhile but a door
opened for the bird to get out and he has hope
for he and his father that they too will someday
be able to leave)

15.

What words describe how the little boy feels
after he thinks about the bird? (hopeful,
encouraged)

16.

Besides the fact that the airport was a better
place to be than the streets, why do you suppose
the little boy and his dad chose an airport? (it
is safe and warm; no rent; big enough place so as
not to be noticed; has cafeteria and bathrooms;
not obvious when they wash up in bathroom - many
travelers do the same)

17.

Why do you think the author chose an airport for
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the setting of the story? (guide children to
understand the contrast of everyone and
everything such as passengers, pilots, flight
attendants, cleaners, luggage, jets, escalators,
being on the move while the main character and
his father are not able to move from their
homeless status. Everyone and everything in the
airport has a place to go. The little boy and
his dad do not)

c.

18.

Why do you think the author told the story from
the point of view of the little boy?

19.

Why do you think the author didn't give the
little boy a name in the story? (maybe to stress
the idea of not being noticed or maybe to
highlight the "homeless" concept of feeling like
a nobody)

20.

How do you think the little boy feels about being
homeless? How do you think his father feels?

21.

Did you like this story?

Why or why not?

Relate story to previous stories.

Ask:

1.

What obstacles do the little boy and his dad
face? (no home, little money, staying unnoticed)

2.

Do you think it is their own fault that they are
homeless? Explain your answer.

3.

Do you think they face any obstacles similar to
what Grace and Oliver Button faced? (guide for
making connections in prejudice and unfair
treatment by others because of gender, race,
economic status)

4.

What traits or characteristics do the boy and his
father share with the main characters in our
other stories? (courage, determination,
hopelessness, and hopefulness)

5.

How is this story different from all of the other
stories we have read? (guide to conclude that
the little boy and his dad have not yet overcome
the obstacle of being homeless; the main
characters in the other stories are all
triumphant in the end)
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6.

What do you think is the main idea of this story?
(takes time to overcome obstacles; helpful to
have hope; don't give up; keep trying)

Language Experiences
A.

Take a field trip to an airport if possible.

B.

Have children write a sequel to the story. Possible
starter ideas could include: little boy finds a
suitcase with thousands of dollars; boy and his dad
get caught and are thrown out of the airport; the
Medinas get an apartment; it is time for school to
start

c.

Have students list ways that a bird and a plane are
alike and how they are different, then write about
which they would rather be and why.

D.

Use list from previous story session (#12) on things
that fly.
Have cooperative groups look for pictures
or draw things to make collages. Use theme of "Flying
High".

E.

Have children make a list of things in an airport.

Independent Reading
InterdisciplinarY
Social Studies:
talk about problems that homeless people
face (medical care, going to school, no shelter, food,
prejudice)
Science:

study flying creatures; study flying machines

Math:
calculate flight miles round trip from one place to
another
Music/movement:
do several flying movements to music such
as soar like a bird, flutter like a butterfly, float
like a balloon; study instruments that are played by
blowing air into them
Movement:
go outside and fly kites; use parachute for
movement activities and games
Art:

make paper airplanes and have contests flying them
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session 14

The People Could FlY

"The People Could
Fly"
(pages 166-173)

StorY Session
A.

Give the children background information on American
Black folktales.
Africans were brought from Africa against their will
and sold into slavery. They had to leave their
homes, families, culture, language, and customs.
They were suppressed, given no rights, and made to
labor. They were forced to speak American English
yet forbidden to read or write it. They told
stories that talked of their suppression and their
dreams of freedom.

B.

Go over the following vocabulary:
master
a person having authority over another
overseer supervisor; makes sure work is done
labor
to work
independence, liberation from slavery
freedom

C.

Read the story.

Ask:

1.

What magic is it told that some of the African
people knew? (how to fly)

2.

Who was Toby? (old slave man who could say magic
words and make people fly)

3.

Why were Toby, Sarah, and others working in the
field? (picking cotton; they were slaves so they
were forced to do the work)

4.

How did these people suffer? (taken from their
homes; made to do hard labor under terrible
conditions; whipped; had no rights)

5.

Why couldn't Sarah stop working to feed her baby?
(she would get in trouble for not working)

6.

How do you think Sarah felt?

7.

Why did Sarah and her baby flyaway? (to escape
the harsh treatment by the master and overseer)
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8.

Who helped them?

(Toby)

9.

Eventually, Toby and many other slaves flyaway.
Why? (the master and slave owner were going to
try to kill Toby)

10.

Why did they want to kill Toby? (they suspected
he was helping other slaves fly)

11.

Why didn't all of the slaves flyaway to escape?
(some slaves didn't have wings)

12.

How do you think the slaves that could not fly
felt when Toby and the other slaves flew away?

13.

Why do you think the overseer, master, and driver
pretended they didn't see the slaves flyaway?
(other people would probably not believe them and
would think they were crazy; they might have
gotten in trouble for letting the slaves escape)

14.

The teller of this tale compares the people
flying to blackbirds? Why do you think she does
this?

15.

Do you think that the people really could fly?
Did they really have magic powers?

16.

Why did the story have words and expressions that
sometimes sounded funny? (guide children to
understand that the story is written as if it
were being told; this was how many of the slaves
talked)

17.

Do you like the illustrations?

Why or why not?

D.

Explain that there are many accounts of flying African
slaves in Black Folktales. These accounts often are
combined with stories of slaves disappearing.
"Flying" could be a representation of running away
from slavery, or could be a representation of a wish
or dream to be free.

E.

Relate story to previous stories.
1.

Ask:

How is this folktale similar to Fly Away Home?
(both are about sorrow, suffering, facing
obstacles because of being different; both have
hopeful endings; main characters show courage;
main characters have a dream of something better;
both use a bird as a symbol of freedom)
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2.

How is this folktale different from Fly Away
Home? (the major obstacle in Fly Away Home was
being homeless; in "The People Could Fly", it was
race discrimination and slavery)

3.

What other story that we have read had strong
similarities to "The People Could Fly"? (Amazing
Grace)

4.

What are those similarities? (both deal with
unfair treatment because of being African
American; both have themes that revolve around
flying; both end on hopeful note)

5.

What differences are there between these two
stories? (Grace faced discrimination but did not
face the harsh realities of slavery)

6.

Why do you think that some of the stories we have
read emphasize the idea of flying?

7.

How do you feel when you think of flying?

Language Experiences
A.

Have children bring in newspaper or magazine articles
of people who are discriminated against because of
race, gender, economic status, etc. Have children
share their articles. Or have them share about
someone they know or have heard about who has faced
discrimination.

8.

Have children make a "Celebrate Differences" bulletin
board by using drawings or cut out pictures of
differences in how people look, how people dress, the
talents and skills they have to offer.
Invite them to
bring in family pictures to illustrate the diversity
of those in the class.

C.

Have children rewrite and/or retell the folktale
having the slaves possess a different magical power.
Share stories in small groups.

D.

Listen to tape recordings of Gullah, an African slave
dialect.

E.

Read other folktales in The People Could Fly and have
cooperative groups choose how to illustrate their
favorite one (retelling, pictures, drama, etc.)
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Independent Reading
InterdisciplinarY
Social Studies:
black slaves

study about slavery; learn about famous

Science: study about cotton plants; learn about
blackbirds
Math:

use cotton balls for counting activities

Music:
listen to and sing African folksongs; play rhythm
instruments; discuss importance of music for slaves in
preserving their culture
Movement:
pretend to fly from the fields of cotton; could
use "If You Had Wings" music
Art:

draw interpretation of slaves flying from the fields
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Culminating Activity
A.

Display on poster board the thematic web used for this
unit. Discuss each facet of the web, having the
children give examples. For instance, living through
the California earthquake or Hurricane Andrew are
examples of surviving and coping with natural
disasters.

B.

Display a poster listing each book read during the
group story sessions. Have the students categorize
each story on the web. Tell them that many of the
stories could be listed in more than one place. For
example, Sundiata was treated differently because he
was handicapped (categorize under Humankind and
Society - appearance and ability). He also faced the
obstacle of having little self-confidence due to his
handicap (categorize under Humankind and Self ability). See Appendix B for story categories within
the thematic web.

C.

List all the words and phrases the children think of
when they look at the web and think about overcoming
obstacles or facing challenges. Guide them to include
the following: survival, exploring, conquering,
courage, bravery. determination, self-confidence,
inner-strength, success, failure, triumph, challenges,
perseverance, fear, self-doubt, dreams, achieving,
risk-taking, etc.

D.

Use completed Story Matrix (see Appendix A) to engage
children in higher-level cognitive strategies of
comparing, analyzing, judging, generalizing, and
drawing conclusions.

E.

Help children to form generalizations by comparing the
different facets of the thematic web and the story
matrix.
Include the following: some obstacles we face
are in how other people see us while other obstacles
may be in how we see ourselves; facing problems or
obstacles makes us stronger and more able to meet
future challenges; sometimes we need help in facing
obstacles; certain traits or characteristics are
necessary in facing obstacles.

F.

Read the newspaper articles on Dennis Byrd (see pages
111 and 112). Have the class discuss the obstacles
Byrd already has faced, as well as those he must still
confront. Talk about who has helped Byrd and what
traits helped him face his obstacles. Also ask:
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G.

1.

From the stories we read, who do you think Dennis
Byrd is most like and why?

2.

Do you think he has changed because of his
accident? How?

3.

How do you feel about him?

4.

What do you admire most about Dennis Byrd?

Why?

Activity

*

choose a real person (living or
faced some kind of obstacle in his
The person can be famous or can be
know.

1.

Have students
dead) who has
or her life.
somebody they

2.

Have the children collect information on their
person and write a short report. Have them
include the person's name and what he or she
does, what obstacle or obstacles the person
faced, and how the person overcame these
obstacles. Also have the students write on how
they feel about this person and what they admire
most.

3.

Have the students share their project with the
class through oral reports.

*

Some possible ideas include:
Rodolfo Gonzales
Franklin Chang-Diaz
Jim Plunkett
Jose Feliciano
Rita Moreno
Coretta Scott King
Bill Cosby
Wilma Rudolph
Jackie Robinson
Ray Charles
Abraham Lincoln
Ludwig Beethoven

[This activity would be a good lead-in for a Biography
unit of children's literature]
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Article deleted, paper copy available upon request.
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Chapter V
Results/Conclusions

The purpose of this project was to develop a thematic
unit of children's literature that combines skills-based
and meaning-based reading instruction.

Emphasis was

placed on critical reading and thinking skills, as well as
the integrating of the four language art components -reading, writing, listening, and speaking.

The curriculum

was reviewed by seven third and fourth grade inservice
teachers from two schools.

Both quantitative and

qualitative data were collected using the researcherdeveloped questionnaire on pages 114 and 115.
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Grade Level
Survey
Please circle your response for questions 1 - 9, indicating:
strongly Disagree (SD), Disagree (D), Neutral (N), Agree (A),
or Strongly Agree (SA).
1.

2.

3.

4.

5.

6.

7.

The curriculum effectively uses
children's literature for reading
instruction.

SD

D

N

A

SA

The curriculum's use of children's
literature encourages learner
involvement.

SD

D

N

A

SA

The curriculum's use of a central
theme helps unite concepts and
generalizations associated with
overcoming obstacles.

SD

D

N

A

SA

The curriculum's use of a central
theme encourages critical reading
and thinking skills.

SD

D

N

A

SA

The guided questions included in
each lesson foster higher-level
thi nki ng ski 11s.

SD

D

N

A

SA \'

The curriculum effectively
integrates reading, writing,
listening. and speaking in
meaning-centered reading
experiences.

So

D

N

'A

SA

( a ) more often

SD

D

N

A

SA

(b) at a higher level

SD

D

N

A

SA

As compared to a traditional
reading approach, this thematic
unit enables children to read,
write, listen, and speak:
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8.

9.

The curriculum would benefit
teachers who desire to move
toward a more meaning-centered
instructional approach to
teaching reading.

so

o

N

A

SA

I would be willing to design
my own unit based on this
model.

SO

o

N

A

SA

Please answer the following:
I.

If given a choice between a basal reader and this unit,
which would you use and why?

2.

Please comment on how this curriculum might be enhanced
or modified. Feel free to use the back of the survey if
necessary.

Thank you!
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Results/Interpretations
Quantitative data indicated that all seven teachers
strongly agreed with the following statements:
The curriculum effectively uses children's
literature for reading instruction.
The curriculum effectively uses children's
literature to encourage learner involvement.
The curriculum effectively uses a central theme to
unite concepts and generalizations associated with
overcoming obstacles.
The curriculum would benefit teachers who desire
to move toward a more meaning-centered
instructional approach to teaching reading.
All teachers agreed, with six out of the seven strongly
agreeing, with the following statements:
The curriculum effectively uses a central theme to
encourage critical reading and thinking skills.
The curriculum effectively integrates reading,
writing, listening, and speaking in meaningcentered reading experiences.
As compared to a traditional reading approach,
this thematic unit would enable children to read,
write, listen, and speak more often and at a
higher level.
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All teachers agreed, with five out of the seven strongly
agreeing, with the following statement:
The guided questions included in each lesson
foster higher-level thinking skills.

Item 9 on the survey marked the biggest discrepancy
in teacher responses.

The item asked teachers to rate

their willingness to design their own unit based on the
researcher's model.

Of the seven teachers, three

responded "strongly agree", two responded "agree", and two
responded "neutral".

The varying response to this

statement may be correlated to the teacher's view of the
effectiveness of such a model.

However, based on the

other responses and comments within the surveys, the
variance may be a factor of the perceived amount of time
and effort required to develop such a unit.
Five of the seven teachers surveyed responded that if
given the option, they would choose the researcher's unit
over a basal reader.

Qualitative data showed that in

general, these five teachers feel thematic units are more
effective because they link stories and help children make
connections across the curriculum which, in turn, provides
meaningful learning.

In addition, they feel that the use

of a thematic unit, as opposed to a basal reader,
effectively unites reading, writing, listening, and
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speaking in a way that fosters student enthusiasm.

They

also find thematic units to be more student oriented.
Qualitative data also showed that, with regard to
this specific thematic unit, the teachers feel there is
meaning to what the students are learning and that the
four language art components are effectively integrated.
In addition, the unit encourages critical thinking and is
motivating and exciting.

Also, one teacher praised the

inclusion of "life skills" discussions within the
curriculum.
Two of the seven teachers surveyed indicated there
would be no need to choose between the unit and a basal
reader.

They advocate combining the two instructional

approaches.

One teacher commented that he or she is much

too traditional to give up the basal reader entirely but
would use much of this curriculum guide.

The other

teacher suggested that both the basal reader and
curriculum guide could benefit children by drawing from
both areas based on the students' needs.

It should be

noted that these two teachers were neutral to designing
their own unit based on the researcher's model.
In addition to cumulative survey results, teacher
responses also were considered based on the grade level
taught by the teacher.

However, responses of both third

and fourth grade teachers showed no major differences
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with regard to any of the survey items.
Review of the survey responses indicated that the
teachers find the curriculum guide to be thoughtful,
thoroughly researched, and successful at providing
interesting subject matter from which to launch meaningful
learning experiences.

In addition, they feel it will be

extremely beneficial to teachers and an excellent addition
to a portfolio of thematic units.

One teacher commented

that he or she wished more teachers taught this way.
Although the curriculum guide was viewed as
effective, one area of concern surfaced in the survey
responses.

One teacher feels that the curriculum is too

broad to cover required reading skills.

It is this

researcher's view, however, that the breadth of this unit
provides increased opportunities for integrating required
grade level reading skill instruction.

The use of group

story sessions, group discussions, language experiences
and interdisciplinary activities within this curriculum
guide provide numerous chances for reading skill
instruction to occur.

It may be advantageous for teachers

to integrate a list of required basic reading skills into
each lesson and to mark where the skills instruction could
occur.
The teachers surveyed were asked to comment on the
curriculum guide and write suggestions on how it might be
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enhanced.

They gave the following suggestions for

modifying the researcher's curriculum:
(1)

indicate position(s) on thematic web for each
story

(2)

use a story matrix to track and compare stories
within the unit

(3)

incorporate more cooperative learning

(4)

include more field trips

(5)

include more interdisciplinary ideas

The curriculum was enhanced based on these
suggestions.

Conclusions
Based on the survey results, the researcher concludes
that the curriculum guide is successful in combining
children's literature into a thematic unit and that such a
unit is an effective means of teaching reading.

Also, the

researcher concludes that teachers find this curriculum to
be useful in moving toward a more holistic instructional
approach.

In addition, the curriculum effectively

encourages learner involvement, as well as fosters
critical reading and thinking skills.

Furthermore, the

curriculum effectively integrates the four language art
components in meaning-centered reading experiences which,
in turn, enable children to read, write, listen, and speak
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more often and at a higher level.
Teacher responses to open-ended survey questions
indicate an awareness to the benefits of using themes to
provide meaningful learning experiences.

Most of the

sample of teachers commented on the time and effort
required to develop this children's literature curriculum
guide.

However, responses to item 9 indicate that most

teachers are willing to design their own unit.
Teacher responses to open-ended survey questions
indicate there is a concern about skills instruction
within holistic instructional approaches.

Some teachers

feel using this curriculum guide in conjunction with a
basal reader would be beneficial.

In response, the

researcher concludes that development of future children's
literature thematic units could include the incorporation
of one or two thematically related basal reader stories
within those units.
In conclusion, the curriculum was successful in
combining children's literature into a thematic unit.

In

addition, it effectively integrated the four language art
components and emphasized higher-level thinking skills.
Furthermore, the curriculum guide was found to be highly
useful and a resource that especially is of value to those
teachers moving toward a more holistic instructional
approach to the teaching of reading.
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Appendix A
StorY Matrix: Overcoming Obstacles

TITLE

SETTING

CHARACTERS

PROBWIS/
OBSTACLES

EVENTS

ENDING

,

I

;

.
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Appendix B
Story Categories
Within the Unit Thematic Web
The stories used for group story sessions can be
categorized within the unit thematic web (page 43) as
follows:
The Glorious Flight Across the Channel with Louis Bleriot,
July 25, 1909:
Exploring/Conquering
Humankind and Nature
Humankind and Technology
Transportation
Follow the Dream: The Story of Christopher Columbus:
Humankind and Nature
Exploring/Conquering
Humankind and Society
Ideas/Actions
"The Mouse at the Seashore" in Fables:
Humankind and Nature
Exploring/Conquering
Humankind and Society
Ideas/Actions
"Thumbelina" in The Random House Books of Fairy Tales:
Humankind and Nature
Exploring/Conquering
Humankind and Self
Coping with Problems
At Daddy's on Saturdays:
Humankind and Self

Coping with Problems

Sundiata Lion King of Mali:
Humankind and Self
Ability
Humankind and Society
Appearance; Ability
Arrow to the Sun: A Pueblo Indian Tale:
Humankind and Society
Family
Crow Boy:
Humankind and Society

Ability; Ideas/Actions
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Don't Call Me Fatso:
Humankind and Self
Humankind and Society

Appearance; Self-Created
Problems
Appearance

"The Seller" in Night on Neighborhood Street:
Humankind and Society
Ideas/Actions
Oliver Button is a SissY:
Humankind and Self
Humankind and Society

Ability
Gender

Amazing Grace:
Humankind and Self
Humankind and Society

Ability
Race; Gender

Fly Away Home:
Humankind and Self
Humankind and Society

Coping with Problems
Economic Status

"The People Could Fly" in The People Could Fly:
Humankind and Society
Race

NOLe:

Books listed in the bibliography for independent
reading fill in any remaining sections of the web.
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